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Abstract 
Governmental reform of Teacher Evaluation (TE) policies is a currently global phenomenon. 
Evidence indicates that evaluation of teachers can be the catalyst to improving the 
professional standards of staff. Working within the critical realist paradigm, this research 
investigates the causal power that can enable, or constrain, teacher agency and professional 
development through teacher evaluation mechanisms in primary schools in Kuwait. An 
examination of current teacher evaluation policies from two perspectives is provided: policy 
as ‘text’ and policy as ‘discourse’. In the analysis of policy as text, the research includes a 
critical comparative analysis of the operation and conceptual basis of teacher evaluation in 
Kuwait and England. Allied to evidence from literature on existing teacher evaluation 
practices, it can be concluded that cultural and economic factors are the most important 
variables to be considered in any comparative review of systems.  
This research adopts a mixed methods approach to examine the contribution of teachers’ 
evaluation policies to the improvement in the professional levels of primary schoolteachers. 
The empirical quantitative and qualitative data was collected through a questionnaire 
administered to a sample of 475 primary school teachers, from 19 schools, in four districts. 
Interviews were conducted with 12 primary school teachers, from 4 schools, and 4 
supervisors, all from one district.  
The research findings revealed similarities between certain conceptually based policies in 
England and Kuwait. Both identified the purpose of TE as being to improve and evaluate 
teachers’ performance, through classroom observation. In both countries, the line-manager is 
considered to be the main player in the process. Teacher effectiveness is judged on the basis 
of a pre-determined set of criteria. Finally, each has a commitment to an annual evaluation 
cycle ending with a summative report. However, the major difference between the two 
countries lies in the interpretation of what constitutes an effective teacher and how the 
summative report is used.  
The empirical findings highlighted the perception by teachers of their marginalisation from 
the TE mechanism in the Kuwait. Nonetheless, approximately 67% of the teachers in the 
sample felt that the evaluation process was fair and useful, and 55% considered it led to an 
increase in job satisfaction. The research concludes with recommendations to increase the 
effectiveness of the TE mechanism in Kuwait, based on an analysis of participants’ responses 
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and the conclusion that teachers, and those working directly with them, are best placed to 
identify strategies for improvement.  
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Chapter One: Introduction 
 
1.1 Introduction  
This thesis investigates the mechanism of Teacher Evaluation (TE) in Kuwaiti primary 
schools and how it is used as a major educational tool for improvement and change to 
education and teaching practices. Based on critical realist assumptions and motivational/adult 
learning theories, this research explores the causal power within the TE discourse that enables 
or restricts teachers’ professional roles as agents. This chapter begins with an overview of 
current trends in TE policy reforms within developed countries. It considers the complexity 
and conformity issues within TE and the variations between summative and formative 
evaluation methods. The second section provides a background to TE in the Kuwaiti context 
and the rationale behind conducting the present study. The last section introduces the main 
research purpose, and research questions, and is followed by the thesis structure and 
organisation. 
 
1.2 Overview 
Governmental reform of TE policies is a global trend, as TE is considered an effective tool for 
both ensuring accountability and improvement in teaching standards. In England, the 2012 TE 
regulations brought in various reforms, including the application of new teachers’ standards 
and performance-related pay (PRP). This enabled more autonomy for head teachers to base 
decisions upon a number of observations, in contrast to the previous three observation rules 
for every teacher (DfE, 2012a).  
In the USA, the Race to the Top (RTT) initiative (2009), offered grants for states that were 
willing to reform their TE policies, including PRP and value-added criteria to differentiate 
between teachers’ performance (Marzano & Toth, 2013). Additionally, in 2009, China set up 
its own PRP (Liu & Zhao, 2013), while in 2012, Australia implemented a national TE policy 
that indirectly combined performance with pay (AITSL, 2012). Furthermore, a study by the 
Organisation for Economic Co-operation and Development revealed that 22 countries 
reported having national or state TE policies, whereas only six countries applied decentralised 
TE within their school boards in the ‘French Community of Belgium, Denmark, Finland, 
Iceland, Norway and Spain’ (OECD, 2013, p. 16). 
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Economic globalisation has also influenced policy-makers who ‘have been driven by a neo-
liberal business model (Larsen, 2005, p. 301). This is due to the overwhelming success of the 
private and economic sector in reducing expenses, while preserving high quality standards for 
their global products. International assessments, such as the Trends in International 
Mathematics and Science Study (TIMSS), which is conducted under the auspices of the 
OECD, and led by the World Bank, created a competitive and comparative climate between 
countries (Pelgrum, 2011). Consequently, some countries have reformed their educational 
policies and endeavoured to emulate factors underpinning effective educational systems, such 
as those in the Asia-Pacific countries (Cheong, 2000). 
Most TE policy reforms focus on creating models based on a business perspective and, as 
such, are generally outcome-driven, implementing cost-effective systems and fostering a 
‘performativity’1 culture centred partly on teachers’ roles, but mostly on pupil achievement in 
standardised tests (Campbell, et al., 2004; Muijs & Reynolds, 2011; CDE, 2015). TE 
mechanisms, therefore, impact on teachers’ agential2 roles in decision-making, shaping their 
practices and values according to formal pre-set standards and desired outcomes, and can 
even influence the evaluators’ views on teachers (Day, 1999; Ball, 2003; Hargreaves & 
Fullan, 2012). TE is complex, in that it can directly impact upon teachers’ personal values and 
beliefs, subject knowledge and pedagogical skills.  
Recent research has highlighted potential factors that can affect teacher effectiveness. These 
include pupils’ characteristics, subjects and their components, as well as the teacher’s role in 
relation to three cultural levels. The first of these is the macro level within the community, 
and the social and economic context in which teachers work. This can have an effect on the 
teaching profession as a whole, as well on individual teachers. Secondly, the meso level, 
which includes the educational organisations that regulate TE policy, and thirdly, the micro 
level, which relates to individual teacher values and beliefs (Campbell, et al., 2004; Dimmock 
& Walker, 2005; Muijs & Reynolds, 2011). 
Effective TE models aim to provide support for teachers to meet their multi-faceted 
professional requirements and encourage creativity and participation in the decision-making 
processes that contribute to teachers’ professional development (PD) (Pollard, 2008). 
                                                 
1 Performativity is noted as being the essential characteristic of the post-modern knowledge economy by the 
philosopher J.F. Lyotard in his seminal text The Postmodern Condition. See The Postmodern Condition: A Report 
on Knowledge, trans. Geoff Bennington and Brian Massumi (Bennington & Massumi, 1984). 
2  Agency: one’s ability to pursue the goals that one values 
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However, TE ‘text’ policies, (i.e. the formal written communication in any format) 
(Blackmore & Lauder, 2011), for the most part, include the purpose of teachers’ PD, and is 
linked to pupil achievement and growth (Darling-Hammond, 1990).  
There has been considerable debate regarding the ‘incompatible targets’ of PD and the need to 
ensure accountability and the impossibility of achieving both in a single evaluation process 
(Hancock & Settle, 1990, p. 11; Santiago & Benavides, 2009). Moreover, since TE can have 
consequences that will affect teachers’ careers, including incentives or promotions, a further 
challenge is to encourage teachers to engage in an open dialogue over the difficulties they 
face professionally, and the support they need to overcome them (Conley & Glasman, 2008; 
Goldstein, 2010).  
Empirical research has pointed out these conflicting implications of policy ‘discourses’ and 
the application of teachers’ practices and values in different situations (Ball, 2003). Some 
research highlights the positive impact of TE on teachers’ PD, particularly in terms of 
providing helpful feedback, increased job satisfaction, fair evaluation and valuable incentives 
(OECD, 2009a; Delvaux, et al., 2013). Other researchers, however, report less positive 
implications, such as teachers’ sense of injustice (Kimball & Milanowski, 2009), increased  
workloads, close surveillance and accountability at the expense of PD (Conley & Glasman, 
2008; Towndrow & Tan, 2009; Berryhill, et al., 2009; Firestone, 2014). 
Although there is consensus in the literature on the two main purposes of TE - accountability 
and PD (Darling-Hammond, et al., 1983; Christensen, 1986; Green & Sanders, 1990) - there 
is a lack of consensus in terms of the most appropriate methods for assessing teachers. In 
addition, there is further debate concerning the appropriate standards of teacher competence 
by which to measure them, which stakeholders should be eligible to conduct the evaluation, 
and the impact of TE on teachers’ practices and personal careers. Table 1.1 provides a recent 
and comprehensive comparison of the summative and formative elements of TE and their 
dimensions in terms of purpose, frequency, processes and structures (NEA, 2015a, p. 6). 
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Table 1.1: A comparison between the summative and formative evaluation (NEA, 2015a, p. 6) 
                                                                                                                        
In conclusion, the formative and summative dimensions of TE shape the resultant outcomes 
towards accountability and/or PD. The creation of a policy is ‘a process fraught with choices, 
and involves adopting certain courses of actions while discarding others’ (Rui, 2007, p. 261).  
Effective TE policy can be formative, when it focuses on teachers’ PD and facilitates teachers 
learning, as well as encompassing peer review, reflection and self-evaluation (Reynolds, 
1987).  
That said, TE tends to include both formative and summative processes (Stronge, 2006), as 
the latter is a tool for accountability that aims ‘to ensure that only effective teachers continue 
in the classroom’ (Iwanicki, 1990, p. 159) and also involves evaluating teacher performance 
Dimensions  Formative assessment  Summative evaluation  
Purpose  Growth and improved practice  Continued employment  
Data and 
Evidence  
Various written or observable 
demonstrations of teaching and 
contributions to student learning  
Standards-based measures of 
practice (student performance 
measures are inappropriate)  
Frequency  On-going and continuous  Periodic and scheduled  
Reporting 
Structure  
Collaborative, using flexible forms 
of feedback  
Adherence to strict guidelines, 
forms, and timelines  
Use of 
Findings  
Diagnostic – designed to improve 
practice  
Judgmental – designed to arrive at 
a verdict  
Relationship 
between 
Administrator 
and Teacher  
Collegial – to encourage reflection 
and discussion  
Hierarchical – to prescribe a 
course of action  
Process  Teacher self-reflection, peer 
feedback, peer input, peer review, 
or a combination of these  
Administrator or supervisor-led  
Process  Open, exploratory, and integrated 
into practice; focused on 
practitioner development and 
practice  
Precisely defined, limited to 
required documentation; poorly 
identified long-term implications 
for practice  
Adaptability of 
Criteria  
Allows flexibility and revision of 
documents in response to individual 
teaching and learning environments  
Fixed set of responses and 
demonstrations that do not allow 
for adaptations to meet individual 
situations  
Standards of 
Measurement  
Individualized; multiple systems of 
demonstration and documentation; 
pursuit of excellence in one’s own 
practice  
Limited responses (yes/no; 
met/did not meet); sorting or 
ranking  
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in numerical or literal formats. These judgments take place at the end of a whole evaluation 
cycle, normally at the end of the school year (NEA, 2015a). 
 
1.3 Background and Rationale of the Study 
As indicated in the introduction, there have been recent reforms to TE in a number of 
developed countries (OECD, 2013). In Kuwait, the Ministry of Education (MoE) has started 
to implement a formal and unified TE policy in all state schools including kindergarten, 
primary, intermediate and secondary schools, for students aged 4-5, 6-10, 11-14 and 15-17 
years respectively (UNESCO, 2011). The primary school curriculum in Kuwait comprises of 
nine subjects: Islamic Education, Arabic, English, Social Studies, Maths, Sciences, Art 
Education, Physical Education, and Music (ibid.) 
In 2011, the Kuwaiti government reformed teachers’ standards and the new standards focused 
primarily on administrative requirements, with only two out of ten standards associated 
directly with  teaching skills - ‘mastery of scientific material’ and ‘familiarity with the general 
educational goals’. None of the standards referred to teachers’ interactions with pupils (MoE, 
2011). The Civil Service Decision No. 36/2006 did not give employees an automatic right of 
access to his/her own final summative report, and only those graded as unsatisfactory, scoring 
less than 55% in their final summative report, were permitted to view it. Consequently, the 
majority of teachers are involved in an evaluation system that rarely involves interaction with 
those evaluating them and they do not receive feedback on the outcomes of the assessment 
contained in their final evaluation report. 
In such instances, those teachers who gain bonuses in the following year after the TE can 
deduce that their summative reports were ranked highly, since this is the only way to be 
rewarded under the PRP system. However, the outcome of the summative reports is only 
shared between three parties: the supervisor (external evaluator), the principal, and the head of 
the relevant department.  
The first version of the TE policy in Kuwait (resolution No. 461/93) was applied in 
September, 1993 (Al-Khayat & Dyab, 1996), providing teachers with full access to their 
summative reports. It also included a section on teacher self-evaluation that was completed at 
the end of November. It was possible for teachers to comment on their own perceived 
strengths and areas of concern in their performance. However, in 2001, this process of self–
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evaluation was cancelled with no notice or rationale provided for teachers and supervisors that 
would have enabled them to understand the motivation behind this decision. 
TE policy in Kuwait, (further detailed in Section 5.4), is one of the main formal 
administrative duties carried out in schools. The policy is mandated at the ministerial level 
and three highly positioned evaluators share the responsibility of evaluating teachers. As such, 
decisions are top-down decisions and lack transparency from a teacher’s perspective, 
particularly with regard to summative evaluation reports. The process of formative evaluation 
is based on classroom observations conducted by the three official evaluators, and it is to 
these individuals that teachers have to for on-going feedback on their strengths and areas for 
improvement.  
The Kuwaiti government has recently implemented a generous increase in salaries for 
Kuwaiti teachers. During March 2011, in the Civil Service Council Law No. 28, a total 
increase of 130 million Kuwaiti dinars was allocated to salaries, and this was welcomed by 
the Kuwaiti Teachers’ Association and teachers alike. Non-Kuwaiti teachers received 
increases amounting to a further 21 million dinars towards salaries but this increase was 
proportionately less than that allocated to their Kuwaiti colleagues. 
Although 14.8% of the Kuwaiti Gross Domestic Product (GDP) is spent on education, the 
government has, nonetheless, faced a number of challenges. Using the standards set during 
international competitions in TIMSS in 1995, 2007 and 2011, and the Progress in 
International Reading Literacy Study (PIRLS) in 2001 and 2006, Kuwait did not perform well 
in comparative terms with many other nations. For example, in 2011 (TIMSS)3 for grade four, 
Kuwait scored 347 in Science and 342 in Maths, compared to an OECD average of 500 
(NCED, 2011). Alhashem and Alkandari (2015) investigated this low performance in TIMSS, 
by conducting in-depth interviews with 25 Science and Maths supervisors. The findings 
highlighted that the MoE placed a significant focus on curriculum delivery in terms of 
meeting deadlines and keeping to, and finishing, textbooks, as opposed to teaching particular 
topics and concepts in order to fulfil a number of qualitative criteria, as is the trend in other 
countries. 
The study further asserted that the approach to education in Kuwait is largely traditional and 
teacher-centred, particularly when compared to the trends towards learner-centred methods in 
other countries. In addition, the study concluded that Kuwait had an overloaded curriculum, 
                                                 
3 Kuwait participated in the 2015 TIMSS and the result will be released on December 2016. 
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and an emphasis on summative assessments and tests. The teachers canvassed in that study 
highlighted that the lack of PD as a key factor had led teachers to teach science and maths in 
the traditional way. 
In an attempt to raise student achievement, the MoE adopted a new Science curriculum based 
on one developed in the United States (Pearson-Scott Foreman, 2008). Although the 
curriculum was reviewed and adapted to suit the Kuwaiti culture, an investigation by 
Alshammari (2013, p. 184) analysed 136 teachers’ perceptions on the adopted curriculum, and 
found that only 23% of the teachers believed that ‘the curriculum considers Kuwaiti students’ 
society and culture’, while 78% teachers appeared to face difficulties in teaching the new 
content. It is clear that effective leadership, implementing appropriately designed curricula, 
combined with appropriate TE and PD systems, are vital in the creation of strong education 
systems. These factors have to be considered to avoid the ‘bureaucratic and centralized 
government systems [that] thwart efforts for reform’ (Winokur, 2014, p. 104). 
In a bid to improve standards, the Kuwaiti government commissioned Tony Blair’s 
Associates to research a number of key issues and challenges facing Kuwait’s education 
system, and to offer recommendations for the Kuwait Vision 2030s: 
‘In the 2030s, Kuwait should once again be a preeminent player in the Gulf 
region. It should be the main international trade, energy and services’ hub 
for the Northern Gulf, serving as gateway to a vast and prosperous northern 
hinterland. Its strength should be based on its uniquely open, tolerant and 
diverse society, a strong and well-diversified economy led by the private 
sector, well-prepared people, and the best possible infrastructure links to the 
countries around it’(Blair, 2009, cited in Aldowaisan, 2010, p. 1). 
 
The first step in achieving this goal is the evaluation of the current educational system in 
Kuwait, in terms of its ability to develop ‘open and capable people’ and a ‘tradition of free 
expression and participation’ (Aldowaisan, 2010, p. 2).  
This present research investigates the mechanism of TE in Kuwaiti primary schools as a 
major educational tool for improvement and change. As the MoE will have the key role to 
play in any TE reform, the present research provides some insights into the chronological 
reforms of TE in Kuwait in Section 3.4.3, beginning in 1912, when TE involved only 
teachers’ self-supervision. This developed over time, as stated by Hargreaves & Fullan (2012, 
p.43), to the point that it could be claimed that ‘teachers are no longer on their own’. Now, the 
process of TE in Kuwait affords teachers three official evaluators, and involves considerable 
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time for both the teacher being evaluated, and the evaluators. Given this investment in both 
time and money, the effectiveness of TE has to be examined to assure its cost-effectiveness 
and its ability to provide support for teachers to facilitate sustainable qualitative 
improvements in performance. Consequently, it is important to investigate the teachers’ 
perceptions on the effectiveness of the TE system and mechanisms (Matthews, 2006), since, 
ultimately, it is through teachers that students’ standards will be raised and Blair’s goals for 
Kuwait achieved. 
Many studies in the field of TE have focused on examining this issue at a national level 
(Rajput & Walia, 1998; Gunter, 1999; Conley & Glasman, 2008; Parise & Spillance, 2010; 
Zhang & Ng, 2011). This is also true for studies in the Kuwaiti context (Al-Khayat & Dyab, 
1996). However, a limited number of studies have adopted different approaches and provided 
a comparative perspective on TE policies between countries. Larsen (2005), and Santiago and 
Benavides (2009), analysed a literature review of the general trends for TE policies in various 
countries, exploring a number of TE practices based on a conceptual framework developed 
from the literature review. Large scale quantitative research on teachers’ perceptions of TE in 
23 countries has also been conducted (OECD, 2009a), and, recently, there has been a 
comparative case study of South Korea and Michigan on school teachers’ and administrators’ 
perceptions of TE practices (Youngs, et al., 2015).  
Among these various comparative approaches, the aim remains constant; that is, ultimately, to 
improve the quality of education within that country. The present study fills a current gap in 
the research by identifying new implications for TE research. It provides a comparison of the 
conceptual analysis of the TE text policies in a developed country (England)4 and a 
developing country (Kuwait), as well as offering explanations as to the differences wherever 
applicable (Section 5.4). The comparative element in this present study adopts a critical realist 
paradigm as a prerequisite, in order to help provide alternative recommendations and 
suggestions for changes in TE policies and practices (Section 8.11).   
The recommendations may also be relevant to policy makers in developed countries, even 
though this is not a specific objective. Rather, the intention is to gain a better understanding of 
the policies implemented in Kuwait by comparing it with others, in this case England, using 
‘reflection, challenging taken-for-granted assumptions about familiar patterns which may 
need to be called into question’ (Bray, et al., 2007, p. 377). This necessitates an in-depth 
                                                 
4 The rationale of choosing England is detailed in Section 4.7.1. 
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understanding of the context of each and, so, requires an investigation into the cultural and 
economic influences that underpin TE policies in both countries (Chapter Three). 
Existing studies on TE in Kuwait have tended to overlook the significant role of feedback in 
TE (Section 3.4.4). The present research offers an in-depth investigation into this matter and 
seeks to identify whether the mechanism of TE policy in primary schools in Kuwait provides 
teachers with the PD opportunities necessary to enhance teacher learning and motivation. 
According to motivational and adult learning theories (Knowles, et al., 2012), feedback, 
which refers to the oral or written comments that teachers receive from their evaluators or 
peers, can be a major motivator for teachers. Within Human Resource Management (HRM) in 
general, and teacher evaluation in particular, the essential role of feedback is acknowledged 
(Marchington & Wilkinson, 2009). Feedback can help teachers with identification of 
development needs and offers information to help them address their needs. Ilgen et al. (1979) 
provide a comprehensive Feedback Model incorporating the transmission of feedback from 
the source (evaluator) and the actual response of teachers to what they have been told about 
themselves (Section 4.11.2). This present research investigates whether the frequency and 
content of feedback supports teachers, and whether it provides them with opportunities for 
improvement.  
A key point relates to the outcomes of any TE system and their impact on teachers. This 
impact often depends on both the ways that evaluators carry out their roles and the quality of 
the feedback they provide. A further factor that has to be analysed is whether teachers’ 
expectations can be met through the incentives, both financial and non-financial. This is an 
area where a gap exists in current literature and this research is aimed, partly, at filling that 
gap and providing information for policy-makers, stakeholders and researchers who are 
interested in TE in Kuwait, and in other developing countries.  
At this point, it is appropriate to articulate the reasons and rationale behind the investigation 
that forms the basis of this particular study. ‘Personal and professional interest’ is often seen 
as one of the key factors for embarking on any research, and that is certainly the case for this 
study (Lewis & Munn, 1997, p. 11). The subject of the research directly relates to my 
extensive personal experience of teaching and supervising in Kuwaiti state schools (Section 
4.13). During such time, I reached the same conclusion as Grogan & Simmons (2012, p.30), 
who referred to teachers as the ‘powerless population’. It seems intuitively correct that 
teachers’ voices need to be heard within the TE process, and that this, in turn, would empower 
them and help them achieve the excellence in performance to which the vast majority of 
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teachers aspire. However, it is one thing to have an intuitive belief that a situation exists and 
another to demonstrate that this is indeed the case.  
A key element of this research, therefore, is an unbiased assessment of current practices to 
determine whether there are practices in traditional TE systems that actually mitigate against 
teacher improvement, although the working hypothesis will be that they do. Traditional 
personnel management processes are often ‘fragmented, incomplete’, and occasionally 
centred on faulty perceptions and attitudes about people or organisations (Schein, 1977, p. 4). 
A key aim of this research is to offer recommendations, if appropriate, to bring the evaluation 
policy of the Kuwaiti MoE into line, compatible with successful global trends and teacher 
evaluation theories. A critical realist (CR) paradigm has been adopted as the most suitable for 
investigating TE, since it facilitates the investigation of leadership and management of people 
in education and its ontological assumptions of the stratified and differentiated open social 
system (Section 4.5).  
Critical realism (CR) provides an appropriate framework to investigate the complexity of 
teacher effectiveness (O'Mahoney & Vincent, 2014), and the underpinning cultural and 
structural factors impacting on individuals, whether they be teachers, pupils or parents, and 
which affects observable teaching practices (Campbell, et al., 2003; Section 2.4). Lastly, a CR 
approach enables the analysis of the extent to which observable events and pedagogical 
practices provide a full explanation of the reality of teachers’ effectiveness (Sayer, 2004). 
These points themselves suggest that it might be advisable for evaluators to be involved in a 
supportive, interactive dialogue as part of the evaluative process rather than simply to assess 
teaching practices.  
          
1.4 Research Objectives and Organisation 
The overarching aim of this research is to offer a proposal for changes and improvements in 
the practices of TE in Kuwaiti primary schools in order to provide relevant opportunities for 
teachers’ PD that will enhance teacher learning and motivation. To accomplish this goal, this 
research provides a comprehensive analysis and evaluation of the TE mechanism in Kuwait 
on three key levels, as indicated in Figure 1.1. 
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Figure 1.1: The contextual levels influencing the mechanism and outcomes of TE 
 
Firstly, on the macro level, the research investigates the cultural influences, the national 
values and the economic factors influencing TE in Kuwait (Section 3.1-2). Secondly, on the 
meso level, the research provides a conceptual analysis of the text of TE policy, and the 
influence of the organisation that mandates that policy (Section 3.3). Thirdly, on the micro 
level, an empirical investigation of teachers’ and supervisors’ perceptions on the TE 
mechanism has been conducted (Chapters Six & Seven). 
The research includes an international perspective through a comparative analysis of the 
conceptual framework of TE policies in Kuwait and that of England as an example of a 
developed country (Section 5.4). The research investigates the cultural and economic factors 
that underpin TE policies in Kuwait and England. Although the focus of the present study is 
the Kuwaiti context, providing an insight into the national English context illustrates the 
potential for TE reform in Kuwait. In addition, the analysis of the original research findings 
identified in the OECD (2009a) study, compared to the OECD questionnaire findings from 
primary school teachers in Kuwait, illustrates the development challenges for Kuwait. 
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The main research question for this study is: 
How can teacher evaluation in Kuwait be improved? 
This question is addressed through an analysis of the mechanisms of TE, in accordance with 
the recent structural conceptualisations of Porpora (2015) for open social systems, and based 
upon Bhaskar’s (1993) Transformational Model (BTM) for the interactions between structure 
and agency (Section 4.5). While this research seeks to investigate the causal power that 
motivates, or hinders, teachers’ professional roles as agents, the application of the CR 
paradigm is also concerned with the hidden and underpinning structural factors relating to TE. 
This leads to the advocacy of the application of a multi-method approach to provide 
indications as to the reality of the TE mechanism in Kuwait, and to determine whether or not 
this is driven by PD or the need for accountability. The cultural factors, that is, values-
economy, that impact on the current TE policies and practices in governmental primary 
schools in England and Kuwait are also considered. The similarities and differences in TE 
legislation between these two countries are critiqued. 
The study adopts Creswell & Plano Clark’s (2011) Mixed-methods Transformative design, as 
it is appropriate for research that challenges social constraints. In the first phase, the 
perceptions of Kuwaiti primary school teachers are investigated quantitatively, in terms of the 
formal and informal feedback they have received from their evaluators and peers. Following 
this, the challenges for TE in Kuwait are qualitatively explored, including feedback sources, 
content, frequency, and the outcomes of TE. These factors are important for teachers’ learning 
and overall motivation (Ilgen, et al., 1979), expectancy theory (Hartle, et al., 2002) and 
leadership theory (Earley & Weindling, 2004). The subsidiary research questions are as 
follows: 
What are teachers’ perceptions of current teacher evaluation processes in Kuwaiti primary 
schools in relation to frequency, focus, and impact of feedback? 
To address this question, the effects of the teachers’ demographic characteristics, including 
age, teaching experience, department, nationality, and school are all considered in light of 
their perceptions and views.  
In addition, the research seeks to investigate the supervisors’ perceptions of TE in Kuwait, 
and a further research question is, therefore, articulated as follows:  
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What are supervisors’ perceptions of current teacher evaluation in Kuwaiti primary schools in 
relation to frequency, focus, and impact of evaluation? 
The question is addressed by considering the presence and inclusion of three evaluators within 
the current Kuwaiti TE process, and the feedback they give to the teachers. This also includes 
the content and frequency of feedback, as well as the outcomes of TE, including any 
incentives related to the assessment. 
Following this introductory chapter, Chapter Two presents a literature review of TE and a 
critique of the main concepts, teachers’ effectiveness in relation to TE, and the impact of 
power and control on teacher agency in accordance with the assumptions of CR. Chapter 
Three explores the contextual factors influencing TE, more specifically the cultural factors 
within the macro level, providing an overview of the Kuwaiti and English situations. Chapter 
Four then addresses the research methodology and research design in greater detail. The 
following chapters, Chapter Five to Chapter Seven, comprise the main empirical study, in 
which the research components and research questions for each chapter are addressed, as 
shown in Table 1.2. Upon further inspection of Table 1.2, it can be noted that the main 
research question is referenced in the second last row, indicating that it is answered in Chapter 
Eight. This is because it may only be addressed and answered once the whole research 
investigation and subsidiary questions have been dealt with. Finally, the contribution, 
implications, and limitations of the study, as well as suggestions for further research, are 
discussed in Chapter Nine.  
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1.5 Summary 
This chapter has provided an introduction to the phenomenon of TE in the international 
context, and presents a brief background to TE policies and practices in the Kuwaiti context. 
It outlines the rationale behind conducting this research and concludes with the research 
questions and organisational structure of this thesis. The next chapter provides a critical 
analysis of the complexity and conformity of TE mechanisms, and a critical review of the 
existing literature pertaining to developed countries. This is followed by an insight into the 
power and control of TE on teacher agency as found in Kuwait. 
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Chapter Two: Review of the Literature 
 
2.1 Introduction  
This chapter provides a review of existing literature relating to Teacher Evaluation (TE), as 
well as offering a critical analysis of the complexity that stems from three distinct, but 
controversial, aspects that are inevitably part of any TE processes: teachers’ effectiveness, 
adult motivation, and their learning. The chapter critiques the elements of teacher 
effectiveness identified in four well-known models and, additionally, the multifaceted notion 
of TE is categorised into three elements: inputs or purposes, methods and outcomes. 
Following that, a discussion of the terms, ‘performance management’, ‘appraisal’, and 
‘teacher evaluation’ is developed.  
There is also a critique of key concepts, teacher effectiveness, and teacher evaluation from a 
critical realist perspective, and the duality of teacher evaluation structures and teacher agency 
is demonstrated. How power and control within the teacher evaluation structure can influence 
teacher agency is highlighted, with reference to TE practices in Kuwait.     
This chapter also investigates the extent to which there is conformity across various 
educational policies and theories regarding TE’s two main purposes: accountability and 
professional development (PD), both of which are associated with summative and formative 
teacher evaluation practices.  
The review concludes that effective TE mechanisms can lead to professional development 
and, consequently, TE can have a major influence on teachers’ motivation and learning. The 
last section suggests that the four key aspects of effective TE are: the frequency of feedback 
and its content, the number of evaluators and their status, the impact of the outcomes on 
teachers’ practices and careers, and finally, teachers’ perceptions of, and attitudes to, the TE 
experience. 
Using a critical realist approach, this thesis investigates the actual workings of the TE 
mechanism in Kuwait by adopting both mixed methods research (MMR) and a 
complementary comparative analysis of the conceptual TE policy in Kuwait and England, as a 
developed country. A detailed rationale for this approach is provided in Section 4.8. 
The literature review in this chapter provides a theoretical background related to TE 
processes, predominantly drawing research from the UK and the USA. The review of 
literature relating to TE in Kuwait is examined in detail Section 3.4, in terms of cultural and 
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organisational factors and previous research studies. The effects of global and economic 
factors on TE policies in general, as well as current conceptual TE policy in Kuwait and 
England, are detailed in Chapter Five. The aim is to develop a comprehensive understanding 
of each context to support a proposal for improving TE policies and processes in the Kuwaiti 
context.  
 
2.2 Background for Teacher Evaluation 
The use of TE is a relatively recent phenomenon in some countries. However, during the 
Victorian era in England, there were several nationwide attempts to evaluate and reward 
teachers (Shinkfield & Stufflebeam, 1995). These endeavours were characterised by the 
education slogan at that time, ‘payment by result’, which focused on teachers’ performance in 
‘reading, writing and arithmetic’ (Pollard, 2008, p. 101). Notions of performance management 
from the industrial revolution further contributed to the development of educational theories 
and this is discussed in greater depth in Section 4.2.  
During this era, policy makers held to an economic perspective that was focused on ‘cost-
effectiveness’, which included maximising outcomes with the least expense, and raising 
students’ standards, particularly in Maths, Science, and Literacy. Consequently, evaluation of 
teacher effectiveness was according to set targets and a ‘performativity’ culture (Ball, 2003). 
Eventually, various developed countries reformed their TE regulations. Recent amendments 
concerning pay related performance, workload and pensions in the UK and USA have 
resulted in teachers’ unions calling for strike action, a call supported by thousands of teachers 
and parents (NUT, 2013; Schmidt, 2014).  
Policy makers in England consider performance related pay (PRP) to be a vital element in 
improving teachers’ performance (DfE, 2013a). Similarly, in the USA, the Race to the Top 
(RTT) initiative (2009) offered grants for states that were willing to reform their teacher 
evaluation policies to include PRP and value-added criteria, as a way of differentiating 
between teachers’ performance (Marzano & Toth, 2013). However, it seems that these 
reforms are only focused on the outcome-driven purposes of appraisal. 
In formal TE policies, competent teachers are regarded as the ‘key to educational 
improvement’ (Darling-Hammond, 1990, p. 18). By enabling teachers to be active and 
creative agents within the evaluation process, as well as by maximising their participation in 
decision-making, their contribution can be acknowledged and enhanced. 
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2.3 The Terms of Teacher Evaluation  
In the UK, appraisal is a term that has been widely used by researchers, specifically in 
educational contexts and in formal Department for Education (DfE) 2012 No. 115 regulations 
(Reynolds, 1987; Bollington, et al., 1990; Bartlett, 1998; Middlewood & Cardno, 2001). As a 
concept, appraisal refers to the process of reviewing a teacher’s work, while the term 
‘Performance Management’ (PM), used in earlier DfE 2006 No. 2661 documents (DfE, 
2006), is a much broader term, encompassing various organisational tasks including ‘strategic 
and personnel management, PD, recruitment, selection, promotion, discipline’ (Middlewood 
& Cardno, 2001, p. 10).  
However, staff appraisal could also be regarded as a central component of PM. Hartle et al. 
(2002, p. 3) provided three open definitions of PM, all of which were related to the processes 
of student and school success, managing staff, and effective teaching. Some researchers prefer 
to use the concept of performance appraisal when focusing on the process of evaluating 
teachers (Hancock & Settle, 1990; Dransfiled, 2000; Bush & Middlewood, 2013). Within the 
business literature, Dransfield (2000, p. 71) succinctly defined performance appraisal as ‘a 
process of systematically evaluating performance and providing feedback on which 
performance adjustment can be made’. 
An analysis of the literature from the UK and Europe revealed the interchangeable use of the 
terms ‘evaluation’ and ‘appraisal’ in various articles, books, and formal national TE policies 
(Wragg, et al., 1996; Ingvarson, 2001; Hargreaves & Fullan, 2012). Although the verb 
‘evaluate’ is defined as, ‘to judge or calculate the quality’ of performance, the meaning of the 
verb ‘appraise’ is given as ‘to examine someone or something in order to judge their qualities, 
success, or needs’ (Cambridge Dictionary, 2015). It is evident that the verb ‘appraise’ 
includes both judgement and elements of development or enhancement, unlike the verb 
‘evaluate’. Montgomery and Hadfield (1989) included both the concept of evaluation and 
enhancement within their definition of appraisal. However, it was also observed that the 
concept of TE is more commonly used in international research (Isore, 2009; GHRF, 2009; 
Santiago & Benavides, 2009).  
The following sections will critically review the concepts of teachers’ effectiveness and TE 
based on the critical realist paradigm utilised in the present research. 
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2.4 The Reality of Teacher Effectiveness 
Teacher Evaluation (TE) is the process of judging/improving/controlling teacher 
effectiveness. It is intrinsically linked to controversial, and contested, notions as to what 
constitutes teacher effectiveness. Researchers are increasingly concerned with formulating 
theoretical and practical models to improve teachers’ performance, and to ensure the 
effectiveness of the teaching process. These models are context-bound, due to the fact that 
cultural factors, such as ideologies, school curriculum, subject matter, marking and resources, 
can all have an effect on research findings and educational perspectives (Pollard, 2008; 
Skinner, 2010). Table 2.1 illustrates the main elements found within popular teacher 
effectiveness models, and the significance of implementing these well-known, and frequently 
cited, sources. 
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Source  The significance of the model Potential dimensions affecting teacher 
effectiveness 
(McBer, 
2002, pp. 
4-6) 
- This model is based on evidence of 
multi-method research, including 
‘classroom observation, in-depth 
interviews, questionnaires, focus 
groups, as well as the collection of 
personal and school data’, in 
addition to parallel research on 
pupils’ progress.   
-Various parties are involved in the 
project, such as DfE officials, 
teachers, pupils, parents, governors, 
academics, and representatives of 
many interested organisations.   
Effective teachers’ characteristics include:  
-Professional characteristics: 
(professionalism, thinking, planning and 
setting expectations, leading, relating to 
others). 
-Teaching skills: (high expectations, 
planning, methods and strategies, pupil 
management, time and resource 
management, assessment, homework). 
-Classroom climate (clarity, order, 
standards, fairness, participation, support, 
safety, interest and environment). 
(Campbell, 
et al., 
2004) 
- This model is based on extensive 
research from previous studies on 
teacher effectiveness in the UK and 
USA. 
-The authors built a model that 
differentiated teacher effectiveness, 
which is a prerequisite for 
successful teacher evaluation.    
- Teacher’s roles, the formal instructional 
and other various non-instructional 
activities. 
- The subjects and their components. 
-Pupils’ characteristics: (e.g. age, 
developmental age, sex, socio-economic 
status, ethnicity, motivation, self-esteem). 
-  The culture at the organisation and 
community level.   
(Muijs & 
Reynolds, 
2011, pp. 
6-10) 
- Evidence of teacher effectiveness 
for this model was based on research 
carried out in the USA, the UK and 
Europe. 
 
- Focus was given to the classroom 
level, particularly in Maths and 
Literacy. 
 
 
- Teaching skills (e.g. direct instruction 
and interactive teaching.) 
- Creating a framework for learning: 
classroom management, behaviour 
management, and classroom climate, as 
well as effective use of homework, 
problem solving, and higher thinking 
skills. 
- Teaching for specific purposes: (pupils’ 
social skills, self-esteem, differences). 
- Teachers’ beliefs, values and knowledge.  
- School culture, and student 
characteristics.   
(Borich, 
2014, pp. 
7-25) 
 
 
This model is based on: 
- 30 years of research on teacher 
effectiveness. 
- Providing practical examples for 
effective behaviours and practices in 
classrooms. 
- An effective teacher requires the 
‘integration of the key and helping 
behaviours into meaningful patterns to 
create effective teaching practices’. 
Five key behaviours were defined for 
effective teaching: lesson clarity, 
instructional variety, teacher task 
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Table 2.1: Characteristics of teacher effectiveness in various significant sources 
 
All of the models in Table 2.1 are based on intensive work and multi-method empirical 
research in the McBer Model (2002), as opposed to the theoretical and empirical evidence 
found for the last three models. As a result, there are a number of similarities between these 
models: none of them actually provide a specific definition of teacher effectiveness, while 
they all focus on teachers’ behaviour in the classroom, and in particular, teaching practices. 
In addition, the McBer Model (2002) considers effectiveness in relation to teacher control, 
while the other recent models largely indicate potential factors that influence teachers’ 
effectiveness, including organisational and social factors, particularly in regards to the policy 
of TE that may hinder or improve teacher effectiveness. Based on a synthesis of over 500,000 
studies, Hattie (2003) argued that a teacher only controls approximately 30% of their 
student’s achievement variance, whereas 50% is attributable to the student themselves, and 
approximately 5-10% of the influence comes from a combination of home, school, principal 
and peers.  
Furthermore, while teachers may be effective in certain subjects or in one of the subjects’ 
components, however, they may face difficulties in relation to their performance in other 
subjects or in sub-sections of their main one (for example a Maths teacher may be skilled at 
teaching arithmetic but less successful teaching algebra). Other dimensions, including student 
socioeconomic status, and various characteristics, may also influence teachers’ effectiveness 
and contribute to the complexity of the teachers’ roles (Campbell, et al., 2004). Consequently, 
TE should be linked to the specific context, where the teacher is actively engaged, whilst also 
providing effective feedback to support the teacher in meeting the demands of this context 
(Day, 1999). 
Current research investigating teacher effectiveness continues to propose various 
epistemological models of teacher effectiveness, and although such studies provide interesting 
evidence and useful models, the findings are context related and do not guarantee similar 
pupil learning outcomes in other, far less all, educational contexts  (Muijs & Reynolds, 2001; 
- Focusing on classroom level, in 
particular teacher-student 
interaction. 
orientation, engagement in the learning 
process, and student success rates. 
- The helping behaviours: using students’ 
ideas and contributions, structuring lesson 
content, questioning and probing, and 
developing teacher-learner relationships. 
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McBer, 2002). In addition, most of these studies are based on limited educational goals, 
Literacy, Maths and Science, and there is lack of research that addresses non-cognitive pupil 
outcomes (Muijs, et al., 2014).  
However, CR as detailed in Section 4.5, can provide a guiding philosophy for change and 
improvement in educational research (Egbo, 2005). Its ontological assumptions facilitate 
understanding the reality of teacher effectiveness (Bhaskar, 1993; Archer, 2003). The reality 
includes three domains depicted in Figure 2.1: (1) Observable teachers’ practices (empirical); 
(2) non-observable events, wherein teachers may develop new effective practices throughout 
their daily interactions with pupils. These practices may be hidden if they have not been 
observed or shared with other teachers (actual); and (3) the individuals themselves, and the 
structural and cultural entities that influences teacher effectiveness (real). McBer’s (2002) 
multi-method approach (see Table 2.1), has a limited evidential base for teachers’ 
effectiveness. Although it does describe the observable events, it does not address the holistic 
reality of teacher effectiveness. 
 
 
 
 
 
 
Figure 2. 1: The stratified ontology of CR and the teacher effectiveness phenomenon adopted from 
Bhaskar (2008, p. 26)   
 
Epistemologically, critical realists are more concerned with investigating the structural 
conditions within educational institutions (Sayer, 2010; Porpora, 2015). This research focuses 
on the TE structure which has potential causal powers that can enable, or constrain, teacher 
agency to engage in a learning dialogue with their peers, official evaluators, and each other 
and, in consequence, influence teacher effectiveness. 
 
Real: The structure and mechanism with enduring properties 
(The external structural and cultural factors, and the internal personal factors teacher’s 
identities (beliefs, attitude, skills, knowledge….)  
Actual: Events that are generated by the structures and mechanism 
(i.e. non-observable practices, values, attitude…)  
Empirical: events that are observed and 
experienced (i.e. observed teaching practices) 
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2.4.1 Critique 
It is clear that the number of characteristics of teacher effectiveness is greater and more 
complicated than the observable teaching practices, since the former is related to personal 
characteristics, including identities, attitudes, skills, knowledge, and values (Ko, et al., 2013). 
In addition, much of the work by Campbell, et al. (2004) provides an evolving perspective on 
differentiating teachers’ effectiveness according to the contextual components, i.e. teachers, 
pupils, structural and cultural factors. There is, therefore, a need to understand the 
circumstances underpinning teachers’ performance before delving more deeply into an 
evaluation of their effectiveness. A ‘one size fits all’ evaluation assessment that can be 
applied to all teachers is simply inappropriate (Stronge, 2006, p. 15).  
Those that consider teaching to be a science, that can be empirically studied and investigated, 
propose elements of teacher’s effectiveness and quality teaching practices based on 
‘reproducible findings’ from various research contexts (McBer, 2002; Muijs & Reynolds, 
2001, p. 214). This, subsequently, contributes towards shaping the features of a universal 
ideal for teaching practices, and consequently, this translates, in TE mechanisms, into 
‘predetermined criteria that are employed in forming judgments’ (Parker, 1997, p. 18). The 
pre-occupation with ‘the secreted social ontology of positivist/statistical methods and its 
contingent congruence with neo-liberalism’ (Willmott, 2003, p. 140), may result in the 
complexity underpinning observable events being overlooked (Figure 2.1) (Sayer, 2010). 
Considering the teaching profession as an art, rather than a science, can often widen 
evaluators’ perceptions concerning the features of teacher effectiveness which, in turn, suit 
various educational contexts (Bartlett, 2000).The debates related to teacher effectiveness 
could be oriented towards how to motivate teachers to learn and improve professionally, and 
be a more effective teacher in their classroom, as opposed to simply framing teacher 
effectiveness (Hargreaves & Fullan, 2012). 
It is important to determine a definition of teacher effectiveness based on sound teaching 
standards within TE policies. While the mechanism needs to acknowledge that teachers play a 
major role in pupils’ learning, some events are out of their control or are non-observable 
(Hattie, 2003; Priestley, et al., 2012a). The TE mechanism that empowers teachers’ 
professional agency, as detailed in the next sections, has the potential to contribute towards 
motivation, creativity and innovative practices (Levin, 2012). 
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2.5 The Process of Teacher Evaluation 
In the following section, a number of research perspectives are synthesised and two key 
strands are inferred; (1) research identifying the main components of TE as a process; and (2) 
research that determines the features of effective TE. 
Teacher evaluation is regarded as a multifaceted phenomenon with three key elements: inputs 
or purposes, methods, and outcomes. A synthesis matrix5 was used to provide a comparison 
between the chosen sources for these elements (see Table 2.2).  However, not all key elements 
are mentioned within the selected texts, but they are inferred from each source in order to 
provide a comprehensive understanding of the concept of TE.  
Teacher evaluation definitions Purposes Methods Outcomes 
‘Organization’s ability to 
accomplish its mission of 
providing a better service product 
while at the same time enhancing 
staff satisfaction and development’ 
(Poster & Poster, 1997, p. 148). 
Accommodate 
both 
individuals and 
organisational 
needs. 
- Formative and 
summative 
appraisal. 
 
- Better service 
product, and staff 
satisfaction & 
development. 
‘A variety of activities through 
which organisations seek to assess 
employees and develop their 
competence, enhance performance 
and distribute rewards’ (Fletcher, 
2001, p. 473). 
 
 
Accountability 
and staff 
development. 
- Includes both 
formative and 
summative 
appraisals. 
-Proposes multi-
source feedback. 
-Self-evaluation. 
- Accountability.  
- Staff 
development. 
- Rewards.   
 
‘A review by either the school 
principal, an external inspector, or 
the teacher’s colleagues. This 
appraisal can be conducted in ways 
ranging from a more formal, 
objective approach (e.g. as part of a 
formal or performance 
management system, involving set 
procedures and criteria) to a more 
informal, more subjective (e.g. 
informal discussions with the 
teacher’ (OECD, 2009a, p. 141). 
Accountability 
and 
professional 
development.  
 
 
 
 
 
 
- Summative 
and formative 
evaluation. 
 
- Formal and 
Informal 
practices. 
 
- Accountability 
and PD. 
- Teacher 
evaluation has an 
effect on 
teachers’ job 
satisfaction and 
security, as well 
as on extrinsic 
and intrinsic 
incentives.  
 
                                                 
5 A synthesis matrix is ‘a chart that allows a researcher to sort and categorise the different arguments presented 
on an issue’ (Ingram, et al., 2006, p. 1). 
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‘A compensation system that 
rewards teachers with extra 
financial rewards beyond the 
annual salary rise on the salary 
schedule for outstanding 
performance in the performance 
evaluation’ (Liang & Akiba, 2015, 
p. 378). 
Organisational 
and individual 
needs.  
- Performance 
Related Pay 
(PRP). 
- Accountability.  
- Extrinsic 
rewards. 
Teacher evaluation is a two-step 
process: 
Collecting information about 
teacher effectiveness, then judging 
teacher competencies (Medley & 
Shannon, 1995)  
 
Accountability. - Classroom 
observation is 
common, but 
only concerned 
with supervisor 
quality.  
- Use of student 
test scores only 
to monitor 
teaching 
practices. 
- Accountability. 
Table 2.2: The main teacher evaluation elements (various sources) 
 
Table 2.2 illustrates the multi-faceted process of TE, including summative and formative 
approaches, addressing individual and organisational needs, incorporating both accountability 
and professional development, and indicates that it is dependent upon the roles of the 
evaluator and the individuals being evaluated. Based on these elements, there are a number of 
challenges in constructing a comprehensive definition for TE. The majority of the definitions 
in Table 2.2 include the purposes and the expected outcomes of the process. However, these 
definitions do not include evaluation methods, with the exception of the operational definition 
from the OECD (2009a) study, which includes details of the formal and informal procedures 
to clarify the process for the teachers surveyed. 
From the definitions provided in Table 2.2, a common aim for the evaluation process is to 
motivate teachers, primarily through intrinsic and extrinsic rewards, and consequently, 
through this approach, to improve the outcomes for their pupils. Some research agreed that 
‘successful change is rooted in an individual perception of reality and sense of self’, and 
therefore, effective TE is not limited to providing ‘top-down support for bottom-up 
innovation’ (Durrant & Holden, 2006, p. 30), but rather, it should promote the development of 
a collaborative environment between evaluators and teachers for mutual learning gains 
(Hargreaves & Fullan, 2012; Bush & Middlewood, 2013). An environment that fosters 
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teachers’ professional agency encourages the teacher’s ‘ability to act in new and creative 
ways, and even to resist external norms and regulations when they are understood to contrast 
or conflict with professionally justifiable action’ (Toom, et al., 2015, p. 615).  
Critical realists demonstrate both internal culture (i.e. teachers beliefs, attitude, knowledge 
and skills), and external cultural, as well as structural domains that shape the teachers’ 
agential roles over time (Priestley, et al., 2012b). However, findings revealed that policies 
advocating a performativity culture would hinder teachers in taking action involving 
innovative changes to a new curriculum (Priestley, et al., 2012b; Reid, 2014; Biesta, et al., 
2015). The current study investigates the factors within the TE structure in Kuwait, detailed in 
Table 4.3, which influence teachers’ agency.  
 
2.5.1 Critique 
Although the definitions in Table 2.2 are cited from various sources, they all refer to 
‘managerial leadership’, implying that the evaluation process is carried out using a traditional 
‘top down’ approach (Bush & Middlewood, 2013, p. 17). This emphasises the importance of 
the task for evaluators and managers. For a thorough understanding of the process, the 
evaluators’ roles have to be fully examined. This research aims to support improvement in the 
practices of teacher evaluation within Kuwaiti primary schools, particularly in terms of the 
feedback that teachers receive from their supervisors. The rationale for change is detailed in 
Section 4.5. The study adopts the TALIS TE definition (Table 2.2), as it provides a 
comprehensive interpretation of the teacher evaluation mechanism and comprises crucial 
components including sources, methods and approaches. 
Teacher effectiveness is influenced by multi-dimensional factors (Campbell et al., 2004). A 
critique of approaches for TE suggests that in order to improve teacher effectiveness, a 
context-based, interactive process, involving dialogue, is likely to be successful in promoting 
engagement and change in teachers (Pollard, 2008). However, structural factors constrain 
teacher agency when TE policies focus on ‘evidence-based’ and ‘data-driven’ approaches 
(Hargreaves & Braun, 2013, p. 3). For authentic educational improvement, TE needs to meet 
the issues created by the complexity of achieving teacher effectiveness by the provision of 
ongoing professional development for teachers throughout their careers (Fullan, 1993; Biesta, 
et al., 2015; NEA, 2015a). The following section highlights the dualism of structure and 
teacher agency as a means to aid understanding of the mechanism of TE within schools. 
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2.6 The Dualism of TE Structure and Teachers’ Agency 
Fundamentally, structure refers to ‘resilient patterns that order social life’ (Willmott, 2000, p. 
67). Organisational literature and Giddens’s (1984) theory tends to merge structure and 
individuals in the condition of structuration ‘social practices’. Within both, the transformation 
state is based on the interactions between human actions, rules and resources, ‘across time and 
space’ (Giddens, 1984, p. 2). Structuration theory draws attention to the repeated events of 
interactions, including the post-observation conference event where the teacher receives 
feedback. Within this, the content and frequency of feedback may influence and change 
teacher performance in the long term. TE structure is ‘a set of simultaneously constraining 
and enabling rules and resources which are implemented in human interaction’ (Haridimous, 
2000, p. 30). The components of TE structure, detailed in Section 4.5, include rules, 
resources, incentives, evaluators’ positions and their expertise. All these influence teacher 
effectiveness. Teachers, for example, may revise their pedagogical practices based on   their 
evaluators’ views, and this may constrain their performance, as Dornbusch & Scott, (1995, 
p.143) caution: 
‘Appraisal is seldom a mechanical procedure . . . appraising a task requires 
knowledge of extenuating circumstances. Such information is of critical 
importance in determining what, if any, message is to be communicated to 
the performer concerning the quality of his or her task performance.’ 
Although official evaluators may only conduct a limited number of post observation 
conferences, the feedback that is provided can be a powerful influence on teacher motivation 
and learning (Hattie & Timperley, 2007). Critical realists agree that certain conditions must be 
met in both the social structure and at the individual level for change to occur (Bhaskar, 1993; 
Sayer, 2004). However, their arguments seemed to differ when explaining their 
interdependent relations (Archer, 2003). In terms of structure, Giddens (1984) and Porpora 
(2015) highlight the importance of objective entities such as rules and resources. Porpora 
(2015, p. 98) also considers the ‘relations among social positions; lawlike regularities that 
govern the behaviour of social facts; and stable patterns or regularities of behaviour’ to be 
important. These structural aspects suggest a clear relational pattern between agents that could 
be applied to enhance the structure of TE, as explained in Table 4.3.  
There seems to be a consensus on the ontological differences between the reality of structure 
and individuals (Bhaskar, 1998; Archer, 2003; Porpora, 2015). Despite the fact that teacher 
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agency is contingent upon enabling or restricting factors within their professional context, 
teachers within the mechanism of TE still act objectively in accordance with the TE structure. 
As such, teacher agency is facilitated when they are provided with authentic opportunities to 
exercise agency, and not to simply respond to the TE rules. Realists seek to empower 
individuals, as they believe that they can lead the change in the social context (Bhaskar, 1993; 
Archer, 2003). On the other hand, recent TE literature advocates separate formative and 
summative evaluations, as shown in Table 1.2 (NEA, 2015a), to provide teachers with on-
going feedback and contribute effectively in discussions with peers without the fear of the 
rating process impacting negatively on their careers. Practices in other countries, as in 
Finland, applied self-evaluation and a professional development plan for teachers. However, 
these are not directly connected with career advancement, to eliminate the judgmental and 
controlling practices (OECD, 2013). The problem of control of teachers’ practices within the 
TE mechanism is discussed in detailed in the following section. 
 
2.7 Power, and Control within Teacher Evaluation Mechanisms  
The extent to which TE policies and practices are empowering for teachers, and the extent to 
which they, instead, exert power and control over them, will relate to accountability purposes, 
which aim to evaluate teachers’ effectiveness. It should be noted that in Australia, Canada, the 
United States, and England TE was extended to be a ‘quality control mechanism’ (Larsen, 
2005, p. 293). In the neo-liberal era, in England, TE policies adopted a performativity culture, 
while the associated legislation ‘employ[s] judgements, comparisons and displays as means of 
incentive, control, attrition and change based on rewards and sanctions’ (Ball, 2003, p. 216). 
Teaching practices are controlled and influenced by TE legislation, standardised tests and 
Ofsted standards (Mercer, et al., 2010). A case study by Reay and Wiliam (1999), highlighted 
that teacher practices have been reformed by reducing the curriculum for Year Six students 
during the spring term in the run up to the SAT exams, which led to students’ frustration. 
Bartlett, (2000, p. 35) has also cautioned that TE leads to a ‘technicist model’ that controls 
teaching practices. 
 In the USA, Buchanan’s (2015) study, conversely, revealed that TE policy could have an 
influence on teachers’ professional identities and agencies. Nine Californian teachers that 
were interviewed had already reconstructed their definitions of teacher effectiveness on 
pupils, who excelled in the standardised test, to take into account the part played by value-
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added accountability that had been adopted (ibid.). Ramirez, et al., (2011) in a study in 
Colorado, confirmed that evaluation policy focuses narrowly on certain teaching practices. 
This research confirmed that, even in developed countries, TE structure exerted control on 
teacher agency. Teachers reshape their practices according to the evaluation purposes, and 
consequently, teacher effectiveness is contingent upon values placed on a limited range of 
pedagogical skills that focus on student achievement. There is, however, a wide spectrum of 
sceptical arguments regarding the appropriateness of TE methods that encompasses the 
holistic characteristics of teacher effectiveness, particularly in terms of teachers’ personal 
values towards teaching and pupils. These characteristics include ‘passion, reflection, 
planning, love for children and the social and moral dimension’ (Bartlett, 2000; Devine, et al., 
2013, p. 92). 
Empirical evidence suggests that teachers’ reflections on, and actions as a result of, 
accountability varied, not only according to the context and TE strategy, but also according to 
their teaching experiences. Veteran teachers were more likely to adapt their teaching 
behaviour more easily in their classes (Buchanan, 2015). In contrast, novice teachers are often 
not as capable of dealing with the tensions inherent in the evaluation and feedback processes 
and this reflects negatively on their students (Reay & Wiliam, 1999). TE policies need to 
differentiate and recognise that the individuals’ development needs have to be identified 
based on their classroom context and their characteristics as teachers (Campbell, et al., 2004; 
Danielson, 2006).   
Various TE discourses point to the wide-ranging levels of control and pressure on teachers 
(Biesta, et al., 2015), based on the inclusion of power forms, such as ‘positional power, 
authority of expertise, control of rewards and resources’ (Bush, 2011, p. 109). In Kuwait, the 
traditional hierarchal approach involves three official evaluators: the principal, the head of 
department and the supervisor (external evaluator), based on agency-structure theories 
(Bhaskar, 1993; Archer, 2003; Porpora, 2015). These triple top-down power relations may 
constrain or enable teacher agency, according to the structured ‘activities, events and social 
relations’ in schools (Hilferty, 2008, p. 164). In Kuwait, interaction is most commonly 
achieved in the post-observation conference. More specifically, it is a pivotal indicator of the 
constraints or enabling factors, the causal power, which is evident in feedback content, 
evaluator practices, attitudes towards considering the teachers’ expertise, as well as patterns 
of dialogue, particularly whether this involves a two way or a one-way conversation (Coe, 
1998). 
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Motivational and adult learning theories, detailed in Section 4.11, conclude that on-going 
feedback provides authentic opportunities for teachers’ learning and improvement, 
particularly when delivered by official evaluators who put emphasis on internal motivators 
such as ‘achievement, recognition, fulfilling work, responsibility, advancement and growth’ 
(Ilgen, et al., 1979; Knowles, et al., 2012, p. 215). There is a degree of controversy 
surrounding the leaders’ roles, with some pointing to assessment versus improvement of 
teachers’ performance, which can lead to tensions when teachers engage in a dialogue with 
leaders (Copland, 2010). Recent literature advocates peer review and self-evaluation (Darling-
Hammond, et al., 2011; NEA, 2015a). Other case studies in the UK (Bush, et al., 2012), in 
Botswana (Monyatsi, et al., 2006) and in Kuwait (Al-Yaseen, 2007) provide key findings that 
indicate that shared values and common purposes would facilitate teachers PD in the TE 
process.   
From a critical realist perspective, ‘causal powers’ emerge through the structured hierarchical 
relationships between teachers and official evaluators, which may constrain or enable 
teachers’ improvement (Buchanan, 2015). Leaders who operate according to an emotional 
intelligence leadership model exhibit various skills, including ‘listening, problem-solving and 
negotiating’ (Bush & Middlewood, 2013, p. 119). Nonetheless, peer review and self-
evaluation would seem to be preferable methods as a means of improving teachers 
professionally, due to the absence of a hierarchical power structure that can inhibit teachers’ 
personal involvement. Peer and self- review can enable teachers to develop their sense of self 
efficacy and professionalism (Brown, 2012). 
It is worth noting that power is related to human actions, and teachers already ‘play a pivotal 
role in many of everyday pedagogical decisions’ (Shipway, 2011, p. 134). Effective teachers 
also have ‘the power to realise socially valued objectives agreed for teachers’ (Campbell, et 
al., 2004, p. 20). Teachers participating in an effective TE system are not merely recipients, 
but rather, they are active players and empowered by other agents to improve professionally. 
In the forthcoming sections, the two distinct purposes of teacher evaluation and their 
respective methods (summative and formative evaluations) are critically analysed.  
 
2.8 Purposes of Teacher Evaluation 
Goal setting is one of the priorities in the educational field, ranging from the micro level, 
which includes setting objectives for a lesson plan, to a macro level, where government aims 
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and the anticipated outcomes for educational policies are involved. Researchers and 
practitioners that are interested in educational management have related the purposes of TE 
policies to both accountability and teacher PD (Laukkanen, 1998; Attinello, et al., 2006; 
Isore, 2009; Santiago & Benavides, 2009; Bush & Middlewood, 2013).  
However, ‘balancing the needs of teachers and the needs of the organization’ (Stronge, 2006, 
p. 3) is imperative for a quality TE mechanism. Such a balance is not easy to achieve due to 
various ‘incompatible targets’ that have to be met (Hancock & Settle, 1990, p. 11). Thus, as 
indicated earlier the separation of formative and summative evaluation practices through the 
adoption of various methods, including peer review, self-evaluation and portfolio in order to 
serve PD purposes, as well as summative evaluation, which would be best conducted by an 
administrator  (Glickman, 2002; NEA, 2015a). 
Another technique for this separation refers to the application of time phase differences 
between the two approaches, as implemented in Canada and some American states, including 
Washington and South Carolina. In the latter cases, the summative evaluation of competent 
tenured teachers is conducted ‘every two, three, or in some cases four years’ (Duke & 
Stiggins, 1990, p. 128). Given the distinctions between the two purposes, accountability and 
PD, and their application in practice, they will be introduced separately in the next section. 
 
2.9 Accountability and Quality Assurance 
Public accountability in schools has been linked to the ‘expenditure of large sums of private 
or public money’ (Wragg, et al., 1996, p. 6; Danielson & McGreal, 2000; Bush & 
Middlewood, 2013). It is the responsibility of society and government to ensure ‘the growth 
and quality of future generations’ (Day & Gu, 2010, p. 121). Consequently, there is an 
obvious issue of accountability owed by the teaching profession to both the society and 
government that entrusts them with undertaking this hugely important responsibility. At the 
same time, society and government, therefore, have a responsibility to the teachers in terms of 
providing the means to achieve the desired aims. As stated by Drago-Severson (2004, p. 
xxiv), ‘finding better ways to support those adults who teach and care for children should be a 
priority’. This is to ensure that there are well-prepared, competent, and innovative teachers. 
From a business perspective, educational decisions are often focused on outcomes, as found in 
some developed countries, where key initiatives reflect central goals. Examples of this include 
the 2003 ‘Every Child Matters’ (ECM) initiative in the UK (Alexander, et al., 2010, p. 44), 
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and ‘No Child Left Behind’ (NCLB) in the USA in 2001 (Marzano & Toth, 2013), now 
replaced by the ‘Every Student Succeeds Act’ (ESSA) (NEA, 2015b), as well as describing 
standards for effective teacher models. In this respect, it is often the case that policy-makers 
are involved in the formulation of TE policies, since they are responsible for providing 
teachers with a roadmap to turn vision into reality. However, it can be argued that global and 
economic factors are also key reasons for the initiation of certain accountability policies, as 
detailed in Section 5.2. 
Due to global economic competencies, a key factor related to the accountability processes 
within a given context is the curriculum. Most countries, such as the UK and Australia, 
regulate their national curricula to ensure they are of a high standard and provide the 
knowledge, expertise and understanding required by all students (DfE, 2013b; ACARA, 
2013). Understandably, the body in charge of designing and implementing the curriculum is 
the one responsible for setting the standards for effective teaching alongside the policy of TE. 
In Finland, exemplary teachers are responsible for developing the school curriculum, where 
the educational policy promotes the ‘teacher empowerment’6 approach (Webb, et al., 2004). 
TE methods are based upon self-evaluation, peer evaluation and portfolio, which are 
integrated in a policy that seeks to empower teachers through their active participation in the 
process.  
In contrast, in England, the national curriculum and uniform assessment are mandatory for the 
Local Education Authority (LEA) run state schools. This means that the responsibility for 
formulating the national policy for TE in the majority of state schools is placed squarely with 
the DfE. In a comparative study, English teachers were more likely to perceive that 
educational policy is focused on public accountability than PD, unlike their Finnish peers  
(Webb, et al., 2004). 
Within the framework of TE, accountability has been defined as ‘a matter of assessing how 
successfully teachers have deployed the relevant pedagogy based on the testing of pupil 
performance’ (Bell & Stevenson, 2006, p. 88). The modified form of evaluating teachers 
based on students’ scores is termed value-added (VA), as it gauges the difference made to a 
student’s achievement by the teacher. This method provides specific ratings for every 
teacher’s performance, which then informs the judgments made about the teacher’s practices. 
                                                 
6 Teacher empowerment: ‘investing teachers with the right to participate in the determination of school goals and 
policies and to exercise professional judgment about what and how to teach’ (Bolin, 1989, p. 82). 
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However, the challenges associated with implementing value-added models (VAMs) in the 
USA are well documented (NEA, 2015a), especially holding teachers accountable for ‘narrow 
test-driven goals’ (Hargreaves & Fullan, 2012, p. 11). Consequently, teachers may focus on a 
group of pupils who can help to demonstrate value added gains, while students with special 
needs or those who are already high performers may not achieve observable differences in 
their performance levels. In addition to being ‘highly unstable, teachers’ ratings differ 
substantially from class to class and from year to year, as well as from one test to the next’ 
(Darling-Hammond, et al., 2011, p. 2).  
However, Murphy, (2013, p. 6) argued that VA is a more objective and reliable method 
compared to classroom observation, especially when taking into account pupil differences, 
and the ‘progress measures, rather than absolute test or exam results’. Despite the scepticism 
about whether classroom observations can be regarded as a reliable method (Galton, 1995), 
they continue to be an element in the process of evaluating teacher skills in most national TE 
policies (Santiago & Benavides, 2009). Observation practices can vary across TE models in 
terms of evaluators’ positions, numbers, roles, expectations, reports and decisions, as well as 
their interactions with teachers and the types of feedback provided (OECD, 2009a). The 
outcomes of the interaction between all these elements in the TE mechanism reflects the level, 
and type of accountability, that teachers experience, which underpins the leadership and 
management practices within the educational system (Bush, 2011; West, et al., 2011). 
A key point in accountability is the data within the TE process, which includes three 
processes: (1) collecting data; (2) delivering it in the form of feedback for teachers; and (3) 
using this data for decision making (NEA, 2015a). Data or evidence on teacher effectiveness 
may take the form of classroom observation, student scores, portfolio, self-evaluation and 
peer evaluation (Tucker, et al., 2003). As explained earlier in Section 2.4, a key problem with 
the collected data is that it rarely differentiates between teachers’ effectiveness according to 
the underpinning contextual factors in each classroom. Consequently, the strategy of holding 
post-observation conferences is advocated to enable an interactive dialogue between teachers 
and evaluators, and as a means of providing explanations for the observable teaching practices 
(Blase & Blase, 2000). 
In a hierarchical educational system, administrators are accountable for processing feedback 
(Santiago & Benavides, 2009), with teachers’ performance usually maintained at the 
‘expectation or standard regarding the effectiveness’ of their evaluators (Acquah, 2013, p. 2). 
In addition, because personal career decisions will be based on the evaluators’ views and 
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observations, the effectiveness of these conferences as a way of improving teachers 
professionally is critiqued (Coe, 1998; Murphy, 2013). 
In order to address accountability purposes, there is generally an inclusion of the summative 
approach in most national TE policies, and this is consistent for the majority of countries 
operating TE systems (Santiago & Benavides, 2009). The mechanism can vary significantly 
according to the level of teachers’ participation, and its impact on teachers’ practices and 
personal career, as will be explained in the next section (OECD, 2009a).  
2.9.1 Summative teacher evaluation  
The summative assessment, which is a key method for ensuring accountability within the TE 
process, aims ‘to ensure that only effective teachers continue in the classroom’ (Iwanicki, 
1990, p. 159). In spite of the limitations, it is included within most national TE policies, as it 
is considered a major tool for accomplishing organisational aims (Larsen, 2005; OECD, 
2009a). Assessment usually takes place on a yearly basis to ensure that teaching quality is 
aligned to certain pre-set standards (Middlewood & Cardno, 2001; Day, 2004; Danielson & 
McGreal, 2000; Matthews, 2006).  
Within this approach, the evaluators are the main players, as they ultimately observe, 
evaluate, document, and discuss the results with the observed teachers. The consequences can 
have a considerable effect on the teacher’s personal career, including impacting on tenure, 
promotion, dismissal, sanctions and proposals for PD training (Addison & Brundrett, 2008; 
OECD, 2009a). These crucial decisions are based on the TE policy and determine whether the 
result of summative reports is linked to high stake decisions or whether further action is 
dependent upon the evaluators themselves, and how they act with their respective authorities 
(Fletcher, 2001; Cardno, 2001). 
Empirically, researchers of the ‘Widget Effect’ claimed that the TE mechanism in four US 
states, Arkansas, Colorado, Illinois and Ohio, failed to differentiate between teachers’ 
performance, as ‘all teachers [were] rated good or great’, and ‘73% of teachers surveyed 
stated that their most recent evaluation did not identify any development areas’ (Weisberg, et 
al., 2009, p. 6). Hancock and Settle (1990, p. 9) considered managers to have ‘the most 
serious resistance to appraisal systems’, particularly if they are unwilling to criticise teachers 
due to collegial relations, lack of experience or apprehension regarding their own ability to 
make sound evaluations.  
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A paradoxical debate on the impact of summative evaluation on teachers’ practices has 
ensued. From one perspective, it is largely considered as a mechanism for controlling 
teachers’ practices, whereas some research findings indicate that teachers become more 
accountable to their students than to others, whilst also showing indications that their 
commitment and resilience may vary according to their identities (Day & Gu, 2010). There is 
a consensus that summative evaluation is rarely linked to PD purposes. As the NEA (2015a, 
p. 6) indicates, summative evaluations are ‘demonstrations that do not allow for adaptations to 
meet individual situations’. In contrast, theoretical evidence suggests that TE policies linked 
summative evaluation outcomes with schools’ improvement plans for teachers and, in 
particular, for underperforming teachers in Ontario, England and Chile (Santiago & 
Benavides, 2009; DfE, 2012b). Conversely, empirical evidence from large-scale studies in the 
US (NPE, 2016), and a small case study in the UK (Bartlett, 1996; Ball, 2003), showed that 
teachers believe that the consequences of evaluations have a limited influence on their 
professional development needs, but it curtailed their autonomy and was generally  
cumbersome. Formative evaluations are often proposed as a positive way of providing PD, as 
will be explained in the coming sections. 
 
2.10 Professional Development and Teaching Enhancement  
While the OECD defines PD as the ‘activities that develop an individual’s skills, knowledge, 
expertise and other characteristics as a teacher’ (OECD, 2009b, p. 49), Duke and Stiggins 
(1990, p. 117) focus their understanding on underperforming teachers and define it as, 
‘processes by which minimally competent teachers achieve higher levels of professional 
competence and expand their understanding of self, role, context, and career’. Since PD is 
associated with the notions of ‘teacher learning and teacher change’ (Garet, et al., 2001, p. 
917), it is considered ‘a means of attaining the basic goals of the educational endeavour’ 
(European Commission, 2010, p. 19). 
Teachers may also be involved in unplanned learning activities with other teachers, superiors, 
parents, and even pupils, with such vital opportunities flourishing in a collaborative and 
interactional environment (Towndrow & Tan, 2009; European Commission, 2010). Relevant 
authorities in developed countries create these opportunities in several settings and often 
provide them for free including inductions, workshops, conferences, seminars, qualification 
programmes and professional networks. However, economic crises negatively effect 
government spending on PD programmes in most countries (European Commission, 2012). 
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Conversely, a study of the OECD in 23 countries revealed that 42% of the participating 
teachers indicated that PD activities did not meet their professional needs and that they were 
not satisfied with the content of self-sponsorship (OECD, 2009b). In order to attain effective 
PD activities, the programmes that Eraut (1995, p. 625) listed emphasised three main points: 
‘prior recognition of PD  needs to be considered, perhaps as a result of 
appraisal; agreement that engaging in a particular activity will provide a 
learning opportunity relevant to that need; and planning for an experiential 
learning cycle of setting targets, providing support, self-evaluation, and 
feedback from others.’  
 
Similarly, these elements may describe effective TE mechanisms, which include identification 
of learning needs, provision of PD opportunities and teacher empowerment. It has been 
shown that certain policies of TE, per se, concentrate more on administrative aspects rather 
than performance enhancement (Reynolds, et al., 2003; Ramirez, et al., 2011). As a result, 
‘proponents of greater teacher autonomy’ consider TE as a bureaucratic mechanism, which is 
pursued to highlight deficiencies rather than improving teachers’ practices (Rajput & Walia, 
1998, p. 141). An evaluation of the effectiveness of TE policy is crucial to eliminate any 
deficiencies. Otherwise, teachers will see it as negatively affecting the completion of their 
curricular activities and eating into their own teaching time (Wragg, et al., 1996; Danielson & 
McGreal, 2000).  
Since the quality of TE design is intrinsically linked to the quality of PD experience, there is a 
need to resolve any mismatch between the intentions of the legislation and the impact on 
stakeholders’ practices. This is exemplified by the Professional Development and Appraisal 
System (PDAS) (2005) in Texas, where the stated TE purpose was, ‘to improve student 
performance through the professional development’. Only 36% of the participants in a large-
scale study in Texas believed that PDAS attained the stated purpose of professional 
development, especially since some evaluators’ practices focused on surveillance and 
judgment (Robinson, 2009). In a similar case, using a large scale random study in Colorado, 
Ramirez, et al. (2011, p. 98) concluded that administrators concentrate on evaluating teachers 
to accomplish the ‘bureaucratic demands’ of completing the task mechanistically within a 
certain time, regardless of the context.  
Critical realist theory facilitates an understanding of the dualism of TE structure and teacher 
agency (Section 2.6), and diagnoses the causal power and control over teacher practices 
(Section 2.7) (Sayer, 1992; Archer, 2003; Porpora, 2015).  Consequently, the CR paradigm 
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has been adopted in recent studies to investigate both the cultural and structural aspects 
exerting power and control and affecting the potential change in teachers (Brown, 2012; Tao, 
2013; Reid, 2014). It is argued that formative evaluation may provide learning and thus 
improve teaching practices when it provides sufficient time for reflection and action to 
activate teachers’ professional agency (Toom, et al., 2015; Biesta, et al., 2015). 
2.10.1 Formative teacher evaluation  
There is a lack of consensus in terms of providing a precise definition for the term ‘formative 
teacher evaluation’. This is because it encompasses various activities aimed at improving 
performance on an on-going basis. Isore (2009, p. 7) defined formative evaluation as ‘a 
qualitative appraisal on the teacher’s current practice, aimed at identifying strengths and 
weaknesses and providing adequate professional development opportunities’, without having 
to specify any activities. Additionally, Sergiovanni & Starratt (2002) considered formative 
evaluation to be the focus of a clinical supervision cycle, where a supervisor is involved in 
mutual planning and discussion with teachers when conducting classroom observations. The 
data that is collected is used to improve teachers’ pedagogical skills, rather than judging their 
performance.   
In contrast, Dimmock and Walker (2005, p. 146) considered the clinical supervision model to 
be somewhat similar to the traditional appraisal model. The differences between the two 
scholarly perspectives lie in the number of appraisal cycles for clinical supervision, with 
frequent cycles being indicative of formative intentions, while less frequent cycles are 
associated with summative forms of evaluation.     
There is, however, scepticism regarding the effectiveness of formative evaluation when it is 
conducted by formal evaluators. This is because teachers may be reluctant to engage in open 
discussions over their weaknesses, as indicated earlier in Section 2.7. Another issue is that, 
‘principals often lack specific content-area or grade-level expertise matched’ to those they are 
evaluating, which would be necessary to provide relevant constructive feedback (Stiggins, 
2014). There is, then, a greater emphasis on self-evaluation, peer-review, and reflection as a 
key means for formative evaluation (Barber, 1990, p. 216). However, a lack of collaboration, 
and prevalence of the traditional policy of teaching ‘behind close doors’, can hinder the 
potential opportunities for improvement (Muijs & Reynolds, 2011, p. 197). The following 
section will highlight the characteristics of effective TE.  
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2.11 Effective Teacher Evaluation 
Numerous studies have concluded that effective TE contributes to teachers’ PD, where 
teachers are provided with supportive and professional feedback  (Zhang & Ng, 2011; 
Delvaux, et al., 2013; Bush & Middlewood, 2013; Hargreaves & Braun, 2013). However, 
while supervisors and principals are responsible for providing teachers with PD opportunities, 
teachers themselves should actively contribute to the process. In so doing, teachers, 
‘…alone, and with others, [they] review, renew and extend their 
commitment as  change agents to the moral purposes of teaching and by 
which they acquire and develop critically the knowledge, skills and 
emotional intelligence essential to good professional thinking, planning and 
practices with children…’(Day, 1999, p. 4). 
 
From a critical realist perspective, multi-dimensional factors influence teachers’ professional 
agency. The external structural, and cultural factors, and the internal personal factors shape a 
teacher’s identity (i.e. beliefs, attitude, skills, and knowledge) (Priestley, et al., 2012b). 
However, TE structure includes pivotal entities (i.e. teachers standards, incentives, feedback, 
evaluators positions), which may enable, or constrain, teachers agency (O'Mahoney & 
Vincent, 2014).  
A crucial point for policy-makers and evaluators is the need to take into account the 
differentiation in teachers’ effectiveness, according to the underlying factors (Figure 2.1). In a 
complex and changeable educational context, there is a role for effective TE that incorporates 
various evaluation methods, involves evaluators with expertise regarding subject, pupil stage 
and age, and also evaluates the teachers a number of times and in various contexts (Kimball & 
Milanowski, 2009; Delvaux, et al., 2013). 
Most of the existing studies reviewed in this area rely heavily upon observed teacher 
evaluation practices within schools. As a result, they overlook analysis of the conceptual 
framework underpinning the TE approach within these contexts (Tuytens & Devos, 2011; 
Zhang & Ng, 2011; Delvaux, et al., 2013), which will, in turn, be influenced by cultural and 
economic dimensions of the context (Dimmock & Walker, 2005). In contrast, the present 
study aims to provide an in-depth investigation of the contextual factors affecting TE in 
Kuwait, detailed in Section 3.4, as well as provide a documentary analysis of the 2012 TE 
policy, outlined in Section 5.4.  
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The next section will focus on TE feedback, evaluators and outcomes, based on the research 
findings and scholarly opinions, while the theoretical basis and the rationale for focusing on 
these elements is given in Section 4.11.  
 
2.12 Teacher Evaluation Feedback 
Teacher evaluation studies indicate that classroom observation is the most formal and popular 
method for use in TE practices (Taylor & Tyler, 2011; Darling-Hammond, et al., 2011). 
Formal observations typically comprise of two meetings; the pre and post observation 
conferences. It is during the post observation conference that teachers receive the evaluators’ 
feedback on their practices and classroom performance. In addition, teachers in their day-to-
day interactions will also receive informal feedback from others, including peers and parents. 
The OECD (2009a, p. 9) provides an operational definition7 that encompasses the formal and 
informal types of feedback: 
‘The reporting of the results of a review of your work (however formal or 
informal that review has been) back to the teacher, often with the purpose of 
noting good performance or identifying areas for development. Again, the 
feedback may be provided formally (e.g. through a written report) or 
informally (e.g. through discussions with the teacher).’   
                                                                                      
TE researchers correlate the frequency of reviews or feedback with its stated purposes; that is, 
frequent and on-going feedback is associated with a teacher’s PD, whereas the written 
summative feedback that teachers receive at the end of the evaluation cycles, normally once 
or twice within the school academic year, is to complete necessary administrative processes 
(Firestone, 2014; Danielson & McGreal, 2000; NEA, 2015a). 
The range of TE reviews, as well as their frequency, is affected at the macro level, often as a 
result of economic factors that determine the budgets allocated to organisations and schools 
(Dimmock, 2007). This can influence the number of formal supervisors appointed and their 
positions. In turn, this determines the number of TEs that take place and the time spent in 
communication and discussion with the teachers (NEA, 2015a). Nevertheless, most countries 
consider it an investment in improving teachers’ practices and for educational improvement in 
                                                 
7 Operational definition: ‘The definition of a concept in terms of the operations to be carried out when measuring 
it’ (Bryman, 2012, p. 714).  
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general (Firestone, 2014). Even though teachers may receive considerable TE feedback in 
their schools, a lack of effective TE may lead to a waste of time and effort (Bartlett, 1996).  
Another key problem is the causes affecting the quality of feedback when it is based on the 
evaluators’ viewpoints, within a limited time, and upon the observable practices of the 
teacher. Teachers’ effectiveness varies according to the underpinning factors, as explained 
earlier in Section 2.4 (Campbell, et al., 2004). Classroom observation should not be 
equivalent to evaluation, as is the current perception of teachers and administrators, because 
this limits the feedback focus to evaluation instead of improvement (Stronge, 2006).  
However, some empirical evidence showed that useful feedback stimulates teachers to 
improve professionally (Tuytens & Devos, 2011). Recently, more attention has been given   
to evaluating the processes of TE through teachers’ perceptions of the feedback they received. 
These studies range from large quantitative studies (OECD, 2009a), to case studies (Kimball, 
2002; Addison & Brundrett, 2008; Tuytens & Devos, 2011; Zhang & Ng, 2011). The findings 
of the OECD studies provide extensive descriptions of the TE feedback in terms of frequency, 
focus and impact on teachers in those countries examined. However, small case studies, using 
qualitative methods, provide an in depth explanation of the components within TE that 
stimulate teachers PD. These studies tend to be based on motivational and adult learning 
theories, with the most cited feedback model coming from Ilgen, et al., (1979), and which is 
adopted in the present study, as detailed in Section 4.11.2. This model identifies the feedback 
sources (evaluators), the events that stimulate feedback (classroom observation) and the 
characteristics of the teachers’ effect on the feedback mechanism. Nevertheless, ‘feedback can 
be accepted, modified, or rejected’ by teachers, and is not only there to enable a definitive 
conclusion to be reached on teachers’ performance (Hattie & Timperley, 2007, p. 82). Rather, 
as Hargreaves & Fullan, (2012, p. 103) indicate, collaboration, transparency and a collegiate 
approach are all features of the ‘professional culture’, which can significantly increase the 
frequency and quality of supportive feedback. Therefore, a shift to a decentralised and flexible 
approach in TE mechanism, peer review and self-evaluation is often made in order to abolish 
the constraints of power and control on teachers’ practices (Fullan, 1993; Harris & Muijs, 
2005). An investigation of the feedback within different TE practices is conducted in the next 
section, which will highlight the potential impact on a teacher’s PD. 
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2.13 Evaluators in Teacher Evaluation 
Formal evaluators are normally experienced and committed members of staff. In most OECD 
countries, principals, or heads of departments in large schools, are responsible for evaluating 
teachers as they take on the position of assigned line managers (Isore, 2009). As a result, there 
are instances where their circumstances at work will mandate them to evaluate teachers or 
provide sessions for which they do not have the necessary expertise. To ensure evaluators 
overcome any lack of specialism in a particular context, more than one evaluator is often 
allocated and this can lead to a fairer evaluation (Darling-Hammond, et al., 2011; Firestone, 
2014).   
However, it can be reasonably argued that experienced evaluators can assess a learning 
environment as a whole, even if they may lack expertise in the specific discipline or age phase 
(Danielson & McGreal, 2000). The acknowledgment of teachers’ experience, and their 
engagement in interactive dialogue, can contribute to teachers’ PD (Montgomery & Hadfield, 
1989; Hannay, et al., 2003; Wragg, et al., 1996; Campbell, et al., 2003). In addition, some 
studies propose multi-method evaluation approaches (Towndrow & Tan, 2009), and some 
have already been implemented in national TE policies (Santiago & Benavides, 2009). It is 
argued that the perspectives of multiple evaluators, official evaluators, peers and teachers 
themselves, provide a fairer and more developmental evaluation (Rogers & Vegas, 2009). 
However, this approach is invariably time consuming (Matthews, 2006). It should be noted 
that little attention has been given to assessing the presence of multi-evaluators within a 
particular context. That is true for this research, where the investigation centres on teachers’ 
perceptions in Kuwait with regards to having three evaluators, and the content of the feedback 
that they receive from each of them. This may illuminate the causal power that constrains, or 
enables, teacher PD, as previously detailed in Section 2.7.  
Evaluating teachers is predominantly seen as an ‘administrative function’ (Danielson, 2006, p. 
82), where head teachers and supervisors are the main players, particularly in authoritarian 
educational systems. Some TE studies provide evidence that suggest the implementation of an 
instructional leadership to TE approach would provide teachers with more supportive 
feedback (Blase & Blase, 2000). However, much of the evidence identified for teachers’ 
learning and improvement occurs during informal interactions with their peers (Middlewood, 
1997, p. 189), such as the Peer Assistance and Review (PAR) in Toledo, where teachers 
indicated that ‘honest feedback on their performance’ is received from ‘consulting teachers’ 
outside the school TE parameters. This process has been associated with improving teacher 
retention (Marshall, 2009, p. 169). It is clear that the evaluators’ position and the feedback 
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they provide for teachers have a significant impact on teachers’ PD, their accountability and 
commitment. The next section addresses the impact on teachers’ practices and personal 
careers in schools. 
 
2.14 Impact of Teacher Evaluation  
The outcome of effective TE affects all parties, including administrators, teachers and pupils 
(Moreland, 2009). For this present study, the focus is specifically on the impact of TE 
outcomes on teachers’ learning and motivation, where such outcomes can affect the teachers’ 
practices and personal careers (Coe, 1998; Stronge, 2006). This can be true for both short 
term and long term goals. For example, by providing feedback on specific subject content, the 
teacher may be helped in the short term by assisting in the planning and delivery of more 
effective lessons in the future (OECD, 2009a). As for the long term, there may be positive 
impacts on, for example, overall job satisfaction (ibid.). 
Various factors may influence teachers’ job satisfaction in schools, including their personal 
values, preferences, characteristics and background (Knowles, et al., 2012). The present study 
focuses on whether the outcomes arising from the mechanism of TE in Kuwaiti primary 
schools can contribute to teachers’ job satisfaction. 
Job satisfaction and motivation have been theoretically and empirically linked (Thierry, 1998; 
Bush & Middlewood, 2013). Locke (1991) selected the most influential motivational terms 
and prioritised them as needs, values, goals, performance, rewards and satisfaction. This 
suggests that effective TE mechanisms should fulfil teachers’ needs and values in order for 
them to improve professionally, as well as providing them with genuine opportunities to set 
goals, and be recognised and rewarded for good performance. The outcomes of summative 
evaluation can have an effect on a teacher’s personal career, and may indirectly influence 
their motivation and learning (Kolbe & Strunk, 2012).  
Intrinsic rewards can also be highly motivating and contribute towards personal growth, as 
well as the development of teaching practices (Herzberg, 1964, cited in Ellis, 1984), albeit 
with long term implications (West-Burnham, 2001). When organisations fail to acknowledge 
these intrinsic factors, greater value may be placed on extrinsic monetary rewards, with 
consequences for cost-effectiveness. As Addison & Brundrett (2008, p. 81) explain, ‘in an era 
of heightened performativity’, pay-related performance (PRP) may be associated with the 
accomplishment of standards.  
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Further empirical research into this area does throw up some paradoxical findings. Liu and 
Teddlie (2003) criticised the teacher evaluation system that was implemented in China prior 
to 2001, where the emphasis was on pay and promotions rather than professional 
development. In contrast, other researchers note the significance of remuneration policies and 
opportunities for regular pay rises or bonuses, which subsequently influences teachers’ job 
stability and satisfaction (Bush & Middlewood, 2013).  
Although there is a lack of consensus as to whether motivational factors may contribute 
individually or as a whole (Evans, 1998), there does appear to be a consensus that TE 
feedback has an impact on teacher practices. More specifically, the frequency and quality of 
feedback is regarded as important factors that influence teacher learning and motivation, to 
such an extent that certain practices are changed or reinforced (Baker & Buckley, 1996; Coe, 
1998; Day, 1999). There is, however, limited research examining the real improvement in 
practices, and whether teachers actually use the feedback they receive in their respective 
classes or not, and whether any change in practice is short term only or evident over the long 
term (Tuytens & Devos, 2011; Bush & Middlewood, 2013).  
In the present study, expectancy theory has been used to investigate the outcomes of the TE 
process, as it considers ‘each person a unique individual and what guides his actual choices 
and actions are his values’ (Locke, 1991, p. 297). The rationale for such a selection is detailed 
in Section 4.11.3.  
 
2.15 Teachers’ Perceptions of Teacher Evaluation  
Generally, teachers consider teaching to be a relatively demanding profession. From a sample 
taken of over 70,000 teachers registered with the General Teaching Council for England in 
2002, approximately 56% of the teachers responding to a survey indicated that workload was 
the ‘greatest demotivating factor in their work’, while 39% chose initiative overload (General 
Teaching Council, 2002 cited in Day & Gu, 2010, p. 186). Reyes & Imber (1992) also found 
that teachers with, what they perceive to be, unfair workloads tend to have lower job 
satisfaction and are more likely to underperform. 
Researchers and policy makers should be interested in teachers’ perceptions to ensure their 
voices are heard (Cremin, 2008, p. 231). They should seek to explore the deficiencies in the 
teacher evaluation process, so that TE can act as a means of support for teachers and not be a 
further burden added to an already heavy workload (Zhang & Huang, 2011; Bush & 
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Middlewood, 2013). Examining teachers’ workloads as an independent variable may provide 
valuable data in terms of its relation to teachers’ perceptions of TE, feedback and job 
satisfaction (OECD, 2009a; OECD, 2013). 
While the OECD study (2009a, p. 138) revealed that teachers’ perceptions of the TE process 
were positive, the research also revealed that a large percentage of teachers did not receive 
any appraisal or feedback. This included 55% of teachers in Italy, 46% in Spain, 26% in 
Portugal and, finally, 26% in Ireland. No definitive explanation was provided for these 
results, with only an indication that all these countries have either a low level of external 
school evaluation, or none at all in the case of Italy.  
There was no significant relationship between the frequency of feedback that is provided for 
teachers and their number of years in teaching (OECD, 2009a). Newly appointed 
teachers were expected to either receive no feedback, or to be given regular feedback, such as 
when teachers are involved in formal induction programmes. A follow-up investigation of TE 
policy within each context is crucial to provide a coherent explanation of the quantitative 
OECD findings. 
 
2.16 Summary 
This chapter has critically reviewed the concepts of teachers’ effectiveness and evaluation, 
based on the CR stratified ontological assumptions. It facilitates an understanding of the 
reality of teacher effectiveness (Figure 2.1), which takes into account the underpinning 
structural, cultural and individual factors (Bhaskar, 1993; Archer, 2003). It shares some 
elements of the distinct work by Campbell, et al., (2003) in differentiating teacher 
effectiveness. The chapter includes a critique of current TE practices; scoping teacher 
effectiveness into TE standards models; identified considerable concern about TE based on 
limited observable pedagogical practices and concerns about limited educational goals 
particularly in Literacy, Maths, and Science. Addressing TE from a CR perspective, as is done 
in this thesis, helps to fill the gap in the literature. It is concerned with the holistic reality of 
teacher effectiveness, and it provides a nuanced understanding of the dualism of TE structures 
and teacher agency. It also highlights the components of TE structures, including rules, 
resources, incentives, evaluators’ positions and their expertise that may constrain, or enable, 
teacher agency. The literature also confirms that various TE programmes exert wide-ranging 
levels of control and pressure on teachers. It provides examples from developed countries, 
such as the UK and USA, and in Kuwait (Section 2.7). The discussion highlights that the most 
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crucial feature for effective TE is enabling teacher agency, and that tactics such as peer 
review and self-evaluation approaches are effective in this respect. In addition, quality 
evaluations provide teachers with constructive, context relevant, feedback. Consequently, it 
would seem clear that an effective strategy would be the promotion of teachers’ engagement 
in constructive dialogue with evaluators. However, this research is limited to an investigation 
of the causal power within the TE structure and those internal personal factors that shape a 
teacher’s identity including, beliefs, attitude, skills, knowledge, that are significant in any 
changes proposed to enable and promote improvement (Priestley, et al., 2012b).   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
46 
 
Chapter Three: Setting the Scene 
 
3.1 Introduction  
Based on a critical realist paradigm, this research investigated the TE process in Kuwaiti 
primary schools. The project also involved a comparative documentary analysis of the current 
policies of TE regulations in both Kuwait and England (Section 5.4).   
Cultural and economic factors are considered significant elements in comparative education 
and TE research (Campbell, et al., 2003; Bray, et al., 2007). The current chapter focuses on 
the contextual aspects in both Kuwait and England. It investigates the cultural factors 
underpinning the policy and practices of TE in each context, the shared values and the 
economic factors and their impact, as well as an insight into the process of TE in primary 
schools. Finally, the chapter provides a review of previous studies carried out to examine 
teachers’ perceptions on TE in each country. 
 
3.2 Cultural Factors in Comparative Teacher Evaluation Contexts   
In comparative studies it is important to investigate the historical, political, economic and 
social contexts surrounding educational policies (Phillips & Schweisfurth, 2010). Kandel 
(1933 cited in Bray, 2007, p. 38) points out that: 
‘The chief value of a comparative approach to such problems lies in an 
analysis of the causes which have produced them, in a comparison of 
differences between the various systems and the reasons underlying them, 
and, finally, in a study of the solutions attempted.’ 
 
Few studies have focussed on the factors affecting the process of TE in any given country 
(Dimmock & Walker, 2005). Middlewood and Cardno (2001), discuss cultural factors in 
terms of the social attitudes towards the teaching profession, the relationship between teachers 
and students’ parents, and the amount of trust placed in the teacher. The authors consider how 
well the voice of teachers is heard, often through teacher unions, their activities in the 
community and interaction with the policy applied in TE.  
All of these factors may have a direct or indirect impact on the process of evaluating teachers’ 
effectiveness. Dimmock and Walker (2005, p.158) also discuss cultural factors, but from a 
broader east-west perspective, noting that the norms prevailing in the interaction between 
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individuals in any given society have an impact on the achievement of the objectives of the 
TE process in schools. They also posit that western societies are more inclined towards the 
adoption of disclosure and honesty in the evaluation process, as the focus is on performance. 
In the Chinese context, on the other hand, the focus is on ‘saving face’ and taking into account 
people’s feelings and social relationships rather than performance itself. Evidently, making 
generalisations about a particular society is not an easy task, but it encourages practitioners to 
work towards ‘developing culturally sensitive approaches to teacher appraisal’ (ibid.), rather 
than merely reproducing TE systems from developed western countries.  
Wider economic factors are considered to be the driving force behind several educational 
policies imposed by countries, including the policy of TE (Larsen, 2005; Day & Gu, 2010) In 
fact, politicians consider the process of TE to be an extremely important means to raise the 
level of student performance. This factor, along with its impact on the design of TE policies, 
is addressed in detail in Section 5.2. 
As mentioned above, cultural and economic factors are important elements of comparative 
education and TE research (Middlewood & Cardno, 2001; Dimmock & Walker, 2005; Day & 
Gu, 2010). As such, these factors will be addressed in the following section for both the 
Kuwaiti and the English contexts, in terms of their influences on the organisational structure 
and human agency in the educational field, as illustrated in the Venn diagram in Figure 3.1. 
 
 
 
 
 
 
 
 
Figure 3.1: Intersection of social factors, organisational structure and human agency within a context.  
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3.3  Cultural Values in the Context of Teacher Evaluation  
Teacher effectiveness is largely influenced by a number of prevalent values and beliefs among 
individuals, whereby teachers’ and evaluators’ roles ‘are interdependent and complementary’ 
(Johnson & Johnson, 1995, p. 112). This has created a sub-culture that is influenced by 
national culture and vice versa. A culture and its sub-cultures ‘have implications for teachers’ 
work and PD opportunities’ (Day, 1999, p. 78), which has led researchers to explore the 
factors underpinning educational systems, such as in Asia-Pacific countries (Cheong, 2000).  
Culture is built on the norms, values, assumptions, and beliefs of a group of people which are 
translated into behaviours and practices. Within a Muslim society, it is an acceptable practice 
for a Muslim teacher to take a short break to pray. In a non-Muslim society, on the other hand, 
this might be criticised, considered to negatively affect work performance or considered to be 
unfair, as it is taken ‘at the expense of others’ time’ if the teacher was working (Bush & 
Middlewood, 2013, p. 97). Thus, ‘events and behaviours are interpreted using cultural norms’ 
(Bush, 1998, p. 34). 
It has been shown that ‘norms define general expectations for everyone’, be it in the 
classroom, department, school or community (Johnson & Johnson, 1995, p. 113). Social 
norms are based in the unconscious and in deeply held beliefs about what is right and wrong. 
This could be rooted in a certain faith, religion, theory, policy and even shared or personal 
perceptions (ibid.). As such, these stimuli can potentially influence teachers’ learning and 
motivation (Bush & Middlewood, 2013).            
The present study focuses on two cultural levels: first, the organisational culture which 
disseminates values in schools. In Kuwait, the Ministry of Education (MoE) mandates a 
policy of TE in all primary state schools. The conceptual framework for the current TE policy 
is detailed in Section 5.4. Teachers’ and evaluators’ practices are shaped according to this 
policy, which will, thus, over time, increasingly instil values and beliefs (Al-Khayat & Dyab, 
1996). Teachers, on the other hand, become mere recipients, gradually becoming accustomed 
to passive behaviours, except for those teachers with strong personal values who may argue 
with their evaluators (Al-Yaseen, 2007). These practices affect the quality of ‘interpersonal 
relationships’ and ‘learning experiences’ (Hopkins, 2001). Based on the findings of this 
research, some values and visions have been inferred from teachers’ and supervisors’ 
perceptions (Sections 8.8-9).  
However, Bush and Middlewood (2013, p. 53), highlighted that organisational culture is 
deeply entrenched in informal ‘beliefs, values and ideology’ that underpin individual, or 
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group, practices and behaviours. Thus, the following section investigates cultural factors at 
the national level for both the Kuwaiti and the English context. It explores the shared values 
and beliefs within the teaching community, and the economic factors that shape culture. The 
section also reviews TE process in primary schools and the prior research on TE.  
 
3.4 Contextual Features of Kuwait 
3.4.1 Islamic values and beliefs 
Kuwait is a constitutional monarchy. The second article of its constitution states that ‘The 
religion of the State is Islam and Islamic Sharia shall be a main source of legislation’ (KNA, 
1962). Muslims form 67.7% of the total population, and most teachers, whether Kuwaiti or 
non-Kuwaiti, are Muslim. The research sample in the present study is homogeneous in terms 
of religion. Islamic values and beliefs are influential factors on Kuwaiti culture and it is, thus, 
necessary to consider them. There are two main sources of legislation, the Quran and the 
Sunnah. The Quran contains the words of Allah (SWT) and the Sunnah details the practices of 
the Prophet Muhammad, peace be upon him (Al-Munajjid, 2015).  
Together, the Quran and the Sunnah suggest a range of values that a Muslim should adhere to 
in life. According to Ahmad & Owoyemi (2012), the current work values are mostly derived 
from western cultures. Even though a number of religious and ethnic communities, including 
Islamic traditions, have attained affluence and substantial economic growth in their history, 
they have had little influence on the debates on work values and views. The Islamic take on 
work and morals has either been misinterpreted or largely overlooked in terms of organisation 
literature (Azharsyah & Nor, 2013). 
The Holy Quran urges workers to be committed and to be faithful when entering contractual 
agreements: ‘O you who believe! Fulfil (your) obligations (Qur'an, 6: p.141). In another 
verse, Muslims are described as trustworthy and as keepers of their covenants: ‘and those who 
are faithfully true to their Amana (trusts) and to their covenants’, which is one of seven 
characteristics depicting true believers (Qur'an, 18: p.455). Furthermore, Islam forbids all 
practices that would cause harm or negatively affect workers, as expressed by the rule, ‘There 
should be neither harm nor malice (reciprocated harm)’ (Sunnah, 2015, p. 1). 
As for TE, the concepts of knowledge, teaching and learning are given special attention in 
Islam, as shown in many verses in the Holy Quran, with some verses elevating the status of 
teachers, while others motivating people to seek knowledge. For example, Allah (SWT) says: 
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‘Allah will exalt in degree those of you who believe, and those who have been granted 
knowledge’ (Qur'an, 28: p.747). The Prophet Muhammad (peace be upon him) says: ‘He does 
not belong to my Ummah (community) who does not honour our elders, show compassion to 
our young ones, and pay due respect to our scholars’ (Al-hashimi, 1993, p. 249). 
Thus, in Kuwaiti society, it is important to safeguard teachers’ rights and to ensure that the 
prominence and importance of teachers’ roles in society are taken into account. In the 
meantime, the teacher should show dedication at work, since Islam associates work with 
worship. Islam focuses on motivation of the individual. It assumes two factors that influence 
human behaviour, namely the ‘inner human body’ (spirit and faith) and the ‘outer human 
body’ (physical and material needs). This is expressed by the following statement from The 
Prophet Muhammad (peace be upon him): ‘Remember, there is a lump of meat in your body. 
If it is good, all the body will remain intact; however, if it is bad, all of human body will be 
affected. Lo! It is the heart’ ( Ahmad & Owoyemi, 2012, p. 117). 
Although it could be argued that religious values provide a solid foundation in the working 
environment, teachings are not always applied appropriately, even in Arab communities who 
consider themselves to be role models for Islam (AL-Gousi, 2009; Ahmad & Owoyemi, 2012; 
Jaafara, et al., 2012). Religious values may well serve the best interests of the teachers, but 
these concepts need to be applied within the policies of TE. 
 
3.4.2 Economic context 
Kuwait is located in the north-west of the Arabian Gulf. It has undergone a number of security 
challenges in its history, culminating in the Iraqi invasion on 2 August, 1990. In addition, the 
country received several threats from neighbouring Iran, which prompted the Arab Gulf states 
to enter into a joint cooperation (Cordesman, 1997). Kuwait’s strong relationship with Saudi 
Arabia is an important source of stability and security for the country. This was highlighted in 
their joint agreement, which has been active since 1922 (ibid.). 
As far as economic challenges are concerned, the Kuwaiti government is largely reliant on oil 
as its primary source of income. The country is considering ways to stabilise and diversify the 
economy, which will allow future generations to continue developing in a constantly 
changing world. To respond to, and overcome, economic challenges, the Kuwaiti government 
has initiated reform policies. In line with these policies, the MoE has strived to invest in 
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human resources. In the long run, these policies will have to meet a number of objectives 
(MoE, 2008, p. 5), including: 
‘Providing effective learning systems; enhancing the social status of 
teachers and their professional development in order to improve their job 
satisfaction; Supporting schools’ administrative independence.’                                                                                           
 
Despite the economic challenges facing the country, the MoE has responded positively to the 
Kuwaiti Teachers’ Association’s requests to increase teachers’ salaries and benefits in 
keeping with their workload and responsibilities. Thus, the Civil Service Council issued Law 
No. 28 on 27 March, 2011 to raise teachers’ salaries, costing the Kuwaiti government 130 
million Kuwaiti dinars (KNA, 2009). 
The total expenditure on education in the State of Kuwait between the academic year 1997-98 
and the academic year 2006-2007 increased by 73.6%. It should be noted that spending on 
education accounts for almost 9% of the state budget in Kuwait (UNESCO, 2011). As is the 
case in most countries, teacher salaries can amount to as much as 80% of the MoE’s budget. 
The remaining percentage is allocated for other educational needs, such as equipment, 
furniture and maintenance, and other services. 
In 2005-2006, spending on education accounted for 13.3% of the total government budget in 
Kuwait. This is similar to the mean expenditure of 13.6% in member states of the OECD 
(KNA, 2009). In his address for the opening ceremony of the National Conference for 
Education on 17 February, 2008, the current President of Kuwait, Sheikh Sabah Al-Ahmed 
Al-Sabah, urged decision makers to review the educational process and to improve the 
educational system. He said: 
‘I encourage you to review Kuwait educational progress and avoid 
negativity in order to build a clear learning strategy based on specific 
executive programs. Also it is important to avail from the developed 
nations’ experiences that harmonised with our national needs’ (Al-Diawan 
AL-Amiri, 2008). 
                                                                              
The Kuwaiti government’s endorsement and promotion of studying abroad is an example of 
human investment. Recent investment has also taken the form of comparative studies by 
Kuwaiti scholars, which are provided in Table 4.6. These studies have provided a tangible 
opportunity for the development and improvement in various fields. In addition, Kuwait is 
one of the first Arab countries to participate in the global comparative testing survey, TIMSS 
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(Hussein, 1992). However, Kuwaiti students tend to underachieve in Maths and Science 
subjects (Plomp, 1998). In the 2011 TIMSS for grade four, Kuwait scored 347 in Science and 
342 in Maths, compared to an OECD average of 500 (NCED, 2011). These international test 
data offered a strong motivation to prompt Kuwaiti policy makers and educationists to review 
their plans (Alhashem & Alkandari, 2015). 
 
3.4.3 Teacher evaluation in primary schools  
Formal education in Kuwait took off with the establishment of Al-Mubarakiya School in 1911 
and Al-Ahmadiya in 1921 (MoE, 2015a). The number of schools has increased since then as a 
result of the surging public demand for education. In 1965, the Kuwaiti government passed 
the Mandatory Education Act No. 11, according to which children have to attend school from 
the beginning of the primary stage, at age six, until the end of the intermediate stage, age 14 
(KNA, 1962).  
At the beginning of the educational reform, the Kuwaiti government recruited teachers from 
Palestine and Egypt. However, due to the expansion of educational projects, such as the 
establishment of the University of Kuwait in 1966, and the launch of the Public Authority for 
Applied Education and Training in 1982, the majority of today’s teachers are graduates from 
the University of Kuwait, or from other colleges, in particular, the School of Science and the 
School of Basic Education, which fall under the Public Authority for Applied Education and 
Training (UNESCO, 2011). The School of Education at the University of Kuwait provides 
graduate programs, but only for Master’s Degrees or educational diplomas. PhD programs are 
still currently not offered. Thus, students have to go abroad to Arab and other foreign 
universities to study educational disciplines to PhD level. 
Initially, both primary and intermediate education took four years. In 2003, Ministerial Decree 
76 was issued, which increased primary education to five years. The intermediate phase 
remained four years and the secondary school phase became three years. The decree began to 
be applied during the academic year 2004-2005. The educational ladder also included an 
optional kindergarten stage (two levels). In primary school, the curriculum includes the 
following subjects: Islamic Education, Arabic, English, Social Studies, Maths, Sciences, Art 
Education, Physical Education and Music (UNESCO, 2011). 
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Table 3.1: Primary Education weekly lessons timetable 
 
It can be noted from Table 3.1 above that the fifth grade was not included before 2004. It also 
shows that the number of school hours for students in Kuwait is 32 per week, which is 
relatively high when compared with the examples from other countries. Finland, for example, 
has 24 lessons per week, starting with 19 hours per week for the first year in primary schools. 
In Kuwait, the number of lessons was reduced to 30 per week in the school year 2015/2016.  
Due to the fact that each subject requires a specialist teacher, the burden is distributed 
between all teachers and the teacher has a maximum of four or five sessions a day (Al-
Mutawa & Al Watfa, 2007). 
It should be noted that there are two main types of schools in Kuwait; namely, state and 
private schools. According to Al-Mutawa and Al Watfa, (2007, p. 4) ‘state schools in Kuwait 
are those affiliated to the MoE in terms of funding, management and supervision, while 
ensuring the application of the Ministry’s policies.’ These are often known as governmental 
schools if one adopts the literal translation of the Arabic concept used in Kuwait. 
All teachers in state schools are subject to the same policies, regardless of their specialisation 
or academic level at which they teach. To control the variables in the current research, the 
study has been confined to teachers working in state primary schools. However, this focus is 
not meant to diminish the importance of the role of the three types of private schools, Arabic, 
international, and colony schools, that continue to expand in Kuwait.  
An Arabic school refers to a school where education is limited to members of the Arab 
community. In such schools, the prescribed curriculum is the same as in state schools. 
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International schools are schools created to follow a European curriculum or foreign 
programs, such as English, American and French programs (UNESCO, 2011). Lastly, colony 
schools implement non-Arab and non-European programs, such as Indian, Pakistani or 
Iranian. Characterised by their administrative and financial independence, private schools 
might require a separate research study, or a further comparison might be undertaken between 
TE in private and public schools in Kuwait (Al-Mutawa & Al Watfa, 2007). 
The most significant reason for parents to enrol their children in an international school was 
the low performance of teaching staff and administrators in state schools. Al-Mutawa and Al 
Watfa’s findings revealed that parents were particularly concerned about the 
underperformance of English language teachers, in addition to the constant changes affecting 
curricular programs with the changes of administrative staff in governmental schools. While 
these findings reflect only the participants’ perceptions and, therefore, cannot be generalised, 
these points do need to be investigated further. The speed of the changes introduced to 
curricula in Kuwaiti state schools may have confused the teachers in the performance of their 
duties (Burney, et al., 2013). Alshammari’s (2013) study revealed that teachers faced 
difficulty in teaching the new science curriculum, with some participants indicating that they 
had not been trained for the new science curriculum reform and that their views had not been 
taken into account before the application of the new curriculum in 2008.  
The present study addresses TE and focuses in particular on the role of the supervisor 
(external evaluators). The rationale for the study is detailed in Section 4.5. In the second 
empirical phase, interviews were conducted with the supervisors, given the importance of 
their role in TE in Kuwait (detailed in Section 4.11.4). Al-Sane’, et al., (2011, p. 24) 
highlighted the development stages of supervision in Kuwait, as follows: 
1- 1912-1942: This initial phase involved teachers’ self-supervision in the process of 
teaching. 
2- 1942-1955: All supervision was undertaken by one person who was responsible for 
monitoring the entire educational process. 
3- 1956-1961: This phase involved specialised external supervision whereby a subject 
specialist would be contracted for each subject matter. The process in this phase was 
criticised for highlighting teachers’ areas of concern as opposed to trying to improve 
their performance. 
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4- 1961-1974: This phase included the adoption of local supervision by promoting a 
number of head teachers in each educational level. This phase witnessed the early 
steps of guidance and supervision as academic concepts. 
5- 1974-1991: During this phase, specialist supervision was introduced, in which the 
term ‘inspector’ was replaced by ‘supervisor’. The supervisor’s role included 
providing guidance for improving teachers’ performance. The post of head supervisor 
was also introduced in this stage, followed by a group of secondary supervisors. 
6- 1991 – Present: This phase followed the liberation of Kuwait from Iraqi occupation, 
with a number of developments emanating from such a drastic event:  
- The emergence of a new mechanism to evaluate supervisors based, not only on 
personal interviews, but also on written tests and training courses. 
- The adoption of the Performance Evaluation System Resolution No. 461/93, 
which came into effect in September, 1993 (Al-Khayat & Dyab, 1996). 
- The exclusion of supervisors from the process of TE. However, in 1998-1999, 
the Minister of Education, Dr. Abdul Aziz Al-Ghanim, enacted Ministerial 
Order No. 120/98 to ensure supervisors’ return to their respective roles. The 
decision specified the roles of the supervisor and confirmed their responsibility 
for evaluating teachers’ effectiveness and suggesting PD. 
It is clear that the process of TE has been in place in Kuwait since the beginning of formal 
schooling. While formal TE began in 1942, during the early educational movement, over 
time, evaluation has shifted from the general to the specific, with the emergence of key 
competencies and a need to recruit supervisors with appropriate expertise in each discipline.  
The MoE has published a detailed account of the TE process and teachers’ rights and 
responsibilities on its website. These duties are divided into six major sections, including 
obligations towards Allah (SWT), the profession, colleagues, learners, parents and the wider 
community. Among the teachers’ obligations towards Allah (SWT) falls, for example, 
‘commitment to agreements and pledges and to bearing one’s responsibilities with honesty 
and trustworthiness’ (MoE, 2015b, p. 3), which was raised in Section 3.4.1 on religious 
grounds. Teachers’ rights include fairness of treatment and evaluation, as well as the 
provision of an adequate working environment, and ensuring that teachers are involved in 
decision making and can express their opinions. 
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However, TE studies in Kuwait have revealed certain limitations in ensuring these rights (Al-
Khayat & Dyab, 1996; Al-Yaseen, 2007). The availability of information for teachers can 
potentially help them to improve their performance and develop on both a professional and 
personal level (Alshammari, 2013). For this purpose, the MoE has been particularly keen on 
delivering teacher programmes, with one of its overall targets being: 
‘The provision of material and human resources and the development of 
policies to attract qualified personnel in the teaching and technical field, as 
well as taking initiatives to train and evaluate teachers’ performance in order 
to ensure the successful investment and guidance of these professionals to 
serve the education system and promote its noble mission’ (MoE, 2015c, p. 
3). 
 
The MoE and the educational district offer a number of training courses, but a review of these 
ministerial training courses shows that they pertain to promoted positions. As for the districts, 
only three out of the six districts provide courses, but many of these are administrative 
courses, dealing with topics such as preparation and organisation skills in relation to the 
school curriculum, specialised courses for principal assistants, and strategic and school 
planning (MoE, 2015b). 
The Teacher’s Union in Kuwait, Kuwait University and the Public Authority for Applied 
Education and Training have also played a major role in teachers’ PD. They have held 
conferences, workshops and training sessions (UNESCO, 2011). Before planning any training 
opportunities, it is important to identify the actual professional needs of teachers, taking 
advantage of the recommendations and proposals provided by the evaluators in the summative 
evaluation report (OECD, 2009a). 
 
3.4.4 Teachers’ perceptions on teacher evaluation  
In order to understand the policies and practices of TE in Kuwait, and to unveil whether the 
mechanism of TE has contributed to teachers’ PD, prior studies are systematically reviewed 
and discussed. The focus, findings, recommendations and limitations of these studies are 
identified below.  
Rayan (1988) has conducted one of the earliest published studies on TE in Kuwait. He 
revealed that supervision focussed on detecting shortcomings in teachers’ performance, 
without providing solutions for the challenges that teachers faced in their daily work. This led 
to problems in the supervisors’ and teachers’ professional relationships. The study also found 
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that supervisors were inefficient in their roles. The findings reflect that PD had not yet 
emerged as a key element of educational supervision and evaluation.  
Al-Khayat and Dyab (1996) analysed the answers to a questionnaire distributed to a randomly 
selected sample of 322 teachers, 133 school principals and 68 supervisors from various school 
stages. The answers revealed significant differences between teachers’ and supervisors’ 
views. Teachers, for instance, objected to the inclusion of a section on offences and penalties 
in the summative evaluation form. Al-Khayat and Dyab recommended a separation of 
summative evaluation forms for every school stage, including kindergarten, primary, middle 
and high school, and for every subject, since the implemented form included general criteria 
that ignored the differences between these stages. 
It should be pointed out that this study was conducted when teachers were given regular 
access to their reports at the end of each academic year. All teachers had to sign their own 
reports. Current practice is, instead, that these reports are confidential. The teachers 
participating in the questionnaire appeared to challenge the objectivity of the evaluation 
process, as it depended, as they saw it, entirely on the whims of evaluators. Teachers had no 
say in the decision making with regards to the evaluation process or in the discussion of their 
performance and overall efficiency, based on that evaluation. Compare this to the first version 
of the formal TE summative form from 1993, which included a section for self-evaluation by 
teachers. A teacher thus had the opportunity to report his/her strengths and areas for 
development in his/her performance. The form also included examples of teachers’ 
effectiveness, such as attending or participating in conferences and seminars, leading teachers 
to focus on these activities during that period. 
It is worth mentioning that teachers were required to write the positives and negatives of their 
performance in their mid-term report, in late November. However, some teachers did not fill 
in the ‘negatives’ section for fear that supervisors would consider this as a shortcoming in 
their performance and that it would thus have a negative impact on their summative report. 
The end of the year summative report was released in May, but teachers only had about 15 
minutes to access it and they were required to sign the report without being given a chance to 
discuss the report feedback. Even when available, the feedback was quite limited. 
Al-Hamdan and Al-Yacoub (2005) surveyed 159 principals, 32 head teachers and 104 
supervisors from all six school districts in the Kuwait, focussing on the evaluators’ views. 
Most respondents stated that the TE process encouraged commitment in the workplace and 
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participation in PD courses. If the final evaluation were to contain a clause on training courses 
attended, this could be a motivating factor for teachers to participate in these courses.  
The aforementioned studies examined TE and supervision in general for all academic levels. 
The following two studies, on the other hand, focus on a particular discipline and highlight 
the impact of evaluators in the PD of teachers. Al-Yaseen (2007) polled 150 intermediate 
school teachers’ perceptions on the influence of English-language supervisors on teachers’ 
PD. He found that only 33% of teachers strongly agreed that being observed in the classroom 
aided their development, with the majority of teachers feeling stressed as a result of classroom 
observation. Al-Yaseen recommended that ‘teachers must have their ownership over their 
own classroom practices’ (2007, p. 32). A teacher can be motivated to learn and improve 
professionally by involvement in reflection and self-evaluation, decision making and action 
research. 
Karam (2007) surveyed 602 social studies secondary school teachers and pointed to the 
limitation of supervisors in providing professional feedback and support when teachers 
prepared to conduct model lessons, workshops and educational research. Al-Sane’ et al. 
(2011) has identified challenges in the supervisors’ profession, based on the perceptions of 
267 randomly selected supervisors from all specialisms. The researchers proposed a reduction 
of the supervisors’ workload and a restriction of their supervisory tasks according to their 
academic and practical experience, as well as a review of their salaries. Government Act No. 
28 of 2011 mandated a pay raise for supervisors, teachers and principals.  
Alqahtani (2015) examined the level of school principals’ motivational language in public 
schools in Kuwait. While teachers reported moderately good motivational language forms, the 
comparative analysis showed that a school leader’s motivating language in all forms affects 
the public school environment in Kuwait. The researcher recommended training sessions on 
motivational language for school principals in Kuwait.  
Almutairi et al. (2015) took a different approach than the previous studies. They investigated 
the opinions of 599 primary school teachers and heads of departments and asked about their 
favourite approach to TE. Choosing from observation, student achievement, self-evaluation, 
peer-evaluation, student evaluation, and portfolios, the participants were in favour of 
classroom observation, but opposed to student evaluation, with a large majority favouring the 
use of multi-method approaches in the process.  
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Emara & Alyaqout (2015) conducted semi-structured interviews with three middle school 
teachers, one kindergarten teacher, one primary teacher and one secondary teacher from six 
different areas in Kuwait. The authors specifically examined teachers’ awareness of 
managerial control and concluded that participants had no clear understanding of the 
management control used in their schools. Moreover, they experienced stress in balancing 
their teaching and non-teaching tasks. The participants stated that the amount of 
administrative requirements caused disruptions in their workflow. The study concluded that 
there was a management problem. Despite the valuable findings from this study, it would 
perhaps have been more useful if the authors had focussed on one stage, because each stage 
has its own particularities in terms of student age, curriculum and resources. Focussing on one 
stage would have made it possible to identify administration-related shortcomings more 
accurately. 
The studies that have been discussed above were limited to local surveys and focused on 
specific aspects, including supervisors’ roles and the challenges that they faced; the form of 
summative evaluation reports; the teachers’ evaluation methods; and the teachers’ PD. Thus 
far, however, there has been little discussion about the current TE policies. In addition, 
previous research seems to have overlooked the significance of the feedback teachers receive 
from their evaluators, as well as the impact of TE outcomes on teachers’ practices and career. 
 
3.5 Contextual Features of England 
3.5.1 Values in primary education  
English society consists of various ethnicities and races. Despite their differences, they are all 
considered equal and subject to the same law. However, initially in ‘post-war British society’ 
it has not always been easy for immigrants to be accepted (Abercrombie & Warde, 1998). 
Today, multi-culturalism is a feature of English society and holds challenges for its future. 
Since 1976, education policy initiatives, including the Plowden Report, have emphasised a 
child-centred philosophy (Shuayb & O'Donnell, 2008). In 1999, the National Curriculum of 
Primary Schools included values of diversity, which will be highlighted later in this chapter. 
However, it was only much later, in 2014, that a non-statutory initiative from the DfE 
emphasised that state schools have obligations to promote what are considered to be 
fundamental British values, namely the ‘spiritual, moral, cultural, mental and physical 
development of pupils at the school and of society’ (DfE, 2014, p. 4). The government has 
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increased control through centralisation within the national curriculum, standardisation of 
student assessment and PRP. 
These reforms appear to have negatively affected some teachers and run counter to their 
values, as indicated in a number of qualitative small-scale research studies (Troman, 2000; 
Woods & Jeffrey, 2002). While some teachers see the reforms as ‘an opportunity to make a 
success of themselves, for others it portends inner conflicts, inauthenticity and resistance’ 
(Ball, 2003, p. 215).  
3.5.2 Economic context 
In the UK, education is considered the second largest component of General Government 
Final Consumption Expenditure (GGFCE) after healthcare (Baird, et al., 2010, p. 4). The 
educational sector is funded by taxes, which are utilised to sponsor state-run schools and other 
educational institutions (Creese & Earley, 1999). 
The 2008 global economic crisis forced the UK to decrease spending on all services except 
the education sector, whose expenditure actually increased by 3.5% more than in 2007 
(Ayoubkhani, et al., 2010). In 2012-2013, England spent 23% of total public expenditure on 
education excluding adults’ and children’s social care (Sibieta, 2015). As in most formal 
education systems, teachers’ salaries form the largest portion of this expenditure. In its 
announcement to attract new teachers in England, the DfE stated that:  
‘The job satisfaction that comes with a career in teaching is hard to beat, but 
the rewards don’t end there. As a teacher, you’ll benefit from a competitive 
starting salary, excellent opportunities for pay rises, and the second largest 
public sector pension scheme in the country’ (DfE, 2015, p. 1). 
                                                                             
In England, the starting salary for a newly qualified teacher is at least £22,244, rising to 
£27,819 in inner London (DfE, 2013a). However, a study by the OECD (2011) showed that 
teachers’ salaries in England are less than average when compared with other OECD 
countries. There are at least 19 countries that currently surpass England in providing lucrative 
salaries for newly recruited teachers.8  
The gap is slightly smaller when comparing salaries of teachers with 15 or more years of 
experience. In those cases, the salary of a teacher in England becomes as high as that of a 
                                                 
8 These are: Luxembourg, Germany, Switzerland, Denmark, Spain, the Netherlands, Australia, Canada, USA, 
Ireland, Finland, Norway, Austria, Belgium, Sweden, Italy, France, New Zealand and Portugal (OECD, 2011). 
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teacher in Finland and only 16 countries pay more than England (OECD, 2011). In England, 
there is no difference between teachers’ salaries within the various educational levels, as 
opposed to other countries where teachers’ salaries are linked. In these countries, a secondary 
school teacher receives a far higher salary than their counterpart in the primary education 
level.  
The government has received criticism for discriminating between the two educational levels 
in terms of pay, as the average school-based expenditure per pupil for primary education is 
less than that for secondary education, with the difference amounting to £960 per pupil, per 
year, in the academic year 2006-2007. It should be noted that the success of a student at 
secondary level is largely dependent on their performance at primary level. Cutting 
expenditure at the primary level would mean less funds for the recruitment of specialised 
teachers in the subjects taught at primary level (at the secondary level, specialised teachers are 
recruited as a matter of course), ultimately harming the students’ chances. 
However, the OECD’s study (2011) revealed that annual primary education expenditure per 
student in all services in the UK exceeded the average across OECD countries. The UK 
provides the eighth highest level of spending after Luxembourg, Switzerland, Norway, the 
United States, Austria, Iceland and Sweden. 
In England, much attention is given to students when determining the school budget. A 
school’s budget depends both on the number of students registered at that school and on the 
type of students registered. Special allowances are made for students with special needs, 
ethnic minority students and students that come from deprived communities. In addition, there 
is a lunch grant for schools to provide healthy meals for students. The government has 
allocated free meals for all Year 1 and Year 2 students since the academic year 2014-2015. 
For these reasons, the allocated budget varies between schools, with deprived schools 
receiving a larger share. This difference in funding reached 17% at the end of 1990s and 
increased dramatically, to reach 40%, in 2012-2013 (Sibieta, 2015). In order to ensure a fairer 
system, students’ personal data need to be updated constantly and the community’s economic 
status has to be reviewed regularly. This process allows LEAs to construct a holistic approach 
to the needs of various groups and communities. 
Thus head teachers prefer to involve the LEA in the apportionment of the school’s budget. 
Moreover, some head teachers find the responsibility for the budget burdensome and note that 
it takes time from their own administrative duties. Despite the efforts devoted to support 
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students, learning outcomes are still noticeably different between privileged and 
underprivileged children (Alexander, et al., 2010).  
Therefore, in a recent white paper entitled ‘The Importance of Teaching’, the government 
promised that an additional £2.5 billion would be offered to schools attended by 
disadvantaged children in the academic year 2014–15. The aim of this extra money was to 
enhance opportunities for the most disadvantaged among young learners. A framework was 
supposed to be set up to ensure that the money was channelled in the right direction. 
However, schools received no clarity on how to spend this money (DfE, 2010). 
The support provided for all students regardless of their background is a major feature in state 
primary schools in England. Though indirectly, it still undoubtedly contributes to helping 
teachers carry out their jobs. It has also been noted that increased spending on primary 
schools is largely used to provide support for members of staff, especially teaching assistants, 
whose numbers have gone up considerably between 1996 and 2009. It could be argued that 
the recruitment of extra support teaching teams is compensation for government guidelines 
and reform procedures that decreased overtime allowances for head teachers. Due to these 
policies, support staff numbers have more than doubled in the period spanning from the mid-
1990s to the mid-2000s (Baird, et al., 2010).  
However, none of these measures reward teachers for their effectiveness. Sibieta (2015) notes 
that, rather than effectiveness, it is usually the number of years worked that determines the 
teachers’ pay scale. Although it is possible for schools to adopt some extra payment (bonus) 
to reward teachers outside the fixed salary scales, these flexible decentralised remuneration 
approaches are somewhat less utilised in many schools.  
In the same vein, in a project commissioned by the Sutton Trust, Murphy (2013) proposed 
three key reforms that might be used to regulate teachers’ performance and pay schemes. 
First, TE should enhance results and outcomes in the classroom; second, the reviews should 
be undertaken by head teachers; and third, external evaluators should be a part of the process. 
Far less attention should be paid to other factors, including previous qualifications, job 
experience, or years spent in the teaching profession. 
 
3.5.3 Teacher evaluation in primary schools 
Primary education in England is the first phase of compulsory education, spanning six or 
seven years (ages 4/5 to 11). It is divided into two Key Stages. Key Stage 1 covers Year 1 and 
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2 of primary school (ages 5 to 7) and Key Stage 2 covers Years 3 to 6 (ages 7 to 11) (Riggall 
& Sharp, 2008, p. 5). Attendance from 5-10 years old had already been made compulsory in 
England as early as 1880 with the Elementary Education Act (Cummings, 2003, p. 16).  
The system as described above has received a lot of criticism in the literature. An independent 
report funded by the Esmée Fairbairn Foundation was undertaken in 2010 by a group of 
academics and professionals (Alexander, et al., 2010). This criticism will be addressed in the 
current section.  
Over the last three decades, there have been various policy milestones aimed at reforming 
teaching and learning in English primary schools (Trowler, 2003; Alexander, et al., 2010). 
Swinging between centralising and decentralising decisions, these policy milestones have 
influenced the practices of educational agencies. An obvious centralising policy was the 
establishment of the National Curriculum in 1988 for the age group 5-16 years in public 
schools. According to the Education Act, 2002, section 78, the curriculum at schools:  
-‘promotes the spiritual, moral, cultural, mental and physical development 
of pupils at the school and of society’, and  
- ‘prepares pupils at the school for the opportunities, responsibilities and 
experiences of later life’ (DfE, 2002, p. 5). 
                                                                             
In 1991 and 1995, National SAT exams were introduced for children at Key Stage 1 and 2 
respectively in order to ascertain their achievement in certain subjects, including English, 
Maths and Science. A major criticism of Alexander et al. (2010, p. 497), was that they were 
not in favour of using exam results for evaluating the performance of teachers, head teachers 
and schools. These exams push teachers and school management to concentrate on the 
particular aim of preparing children to excel in SAT exams. Consequently, attention to the 
wider curriculum goals mentioned above is minimised. Moreover, the validity and reliability 
of these exams is also called into question, since they are ‘based on what can be assessed in 
time-limited written tests in at most three subjects’ (ibid.).  
In 2003, the initiative ‘Every Child Matters’ sought to broaden educational goals in order to 
provide the necessary support for every child to be ‘healthy, stay safe, enjoy and achieve, 
make a positive contribution, and achieve economic well-being’ (DfE, 2003, p. 1). During the 
same year, another proposition, ‘Excellence and Enjoyment: a Strategy for Primary School’, 
emphasised both raising standards and enjoyment. Nevertheless, some educationists are of the 
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opinion that standards and assessment appear to take precedence over enjoyment (Alexander, 
et al., 2010).  
One of the latest governmental policies to improve standards includes the encouragement of, 
and support for, schools to convert to academy status. Schools with exceptional or good 
feedback on their recent Ofsted inspection reports were allowed to become academies. As 
academies, they are ‘exempt from following [the] National Curriculum’ and ‘free to set [their] 
own pay and conditions’ (NSN, 2015, p. 6). According to the DfE, the number of academies 
was 2,309 in 2012. Indeed, figures on 31 July, 2012, showed that Darlington had the highest 
number of primary schools (52%) turned academies and that all its state secondary schools 
had also become academies (DfE, 2013c). Thus, the role of LEAs has changed from one of 
control and supervision of schools to being more of a potentially supportive and cooperative 
one. This has eradicated bureaucratic measures and offered schools more scope for freedom 
and self-sufficiency.  
The above policies and initiatives are prescribed by the DfE, which is led by the Secretary of 
State. The policies are often met with resistance by the National Association of Head 
Teachers (NAHT), the National Union of Teachers (NUT) and the National Association of 
Schoolmasters Union of Women Teachers (NASUWT). Government reforms on pay are 
especially contentious, since they are linked directly to teacher performance, instead of 
keeping to a nationwide programme (DfE, 2013a).  
It appears that the PRP process has been largely decentralized. Each head teacher is 
practically free to decide remuneration levels and has the authority to offer rewards to the 
most efficient performers and to prevent those who perform less well from benefiting from 
yearly pay rises. These significant decisions are based on a TE process, particularly on the 
summative appraisal reports. However, the NUT (2014, p. 1) sees this procedure as:  
‘…an unnecessary and bureaucratic burden. School leaders and governors 
will find themselves involved in lengthy discussions and time consuming 
appeals - diverting time away from the key challenges of securing 
improvements in teaching and learning.’ 
 
A study by Atkinson, et al., (2004) on performance-related pay in 18 secondary schools in 
England (182 teachers and almost 23,000 pupils) provided evidence that, while PRP can 
increase student achievement by about half a grade per student on average, direct pay 
incentives lead to better teacher responses. However, their study only considered the effects of 
PRP on student achievement. While this is the ultimate goal of education, it limits the 
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assessment of teachers’ effectiveness, taking only students’ achievement data into account 
(detailed in Section 2.4).  
The other issue pertains to the fact that a limited number of schools adopt measures related to 
‘year-on-year value added progress for all year groups’. In addition, some classes have more 
than one teacher, or benefit from the support of teaching assistants. Also, some parents may 
employ part-time private tutors to improve their children’s performance. Conversely, some 
children may suffer from personal or home problems which may have a negative impact on 
their academic performance. It is problematic that ‘performance is not measured for the 
majority of the subjects taught.’ Moreover, test scores do not consider the fact that a primary 
school teacher’s duties often involve more than only the academic performance of their 
students (Brown, 2005, p. 475). 
Hence, the DfE (2013d, p.1) has published a proposal that highlights factors that can be 
considered when assessing teachers’ performance. This includes a teacher’s: 
‘-Impact on pupil progress 
-Impact on wider outcomes for pupils 
-Contribution to improvements in other areas (e.g. pupils’ behaviour or 
lesson planning) 
-Professional and career development.’  
 
The advice also listed a range of sources, ‘including self-assessment, lesson observations, and 
the views of other teachers and of parents and pupils’ (DfE, 2013d, p. 1). The DfE issued 
several documents about this new policy for TE and about the recent scheme of performance-
related pay aimed at raising teacher motivation and hence student achievement and 
performance levels. Middlewood (2001, p.125) notes that although the original goal of 
England’s TE system (as set out in 1990) was to support the PD of teachers, since 2013 it has 
focussed entirely on accountability by linking the evaluation to performance-related pay. 
In a study of 2,000 teachers from England, New Zealand and Australia, it was noted that 
teachers gain most satisfaction from matters intrinsic to the role of teaching: ‘student 
achievement (…), mastery of professional skills, and feeling part of a collegial, supportive 
environment’ (Dinham & Scott, 2000, p. 389). The major reasons for lack of satisfaction 
included TE policies and work conditions (e.g. salary, promotion and workload). In addition, 
the educational changes that introduced new duties and tasks assigned to schools that 
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increased teaching and administrative burdens were considered to be partially responsible for 
the lack of satisfaction (ibid.). 
 
3.5.4 Teachers' perceptions of teacher evaluation in England 
Since one of the aims of the current research is to compare the TE policy in Kuwait to that in 
England, I provide below a review of significant prior research on the views of teachers in 
England. MMR studied 265 primary school teachers and 393 secondary school teachers, 
which Day (1999, p. 19) described as ‘the most authoritative study’ of its time. Teachers’ 
perceptions revealed that ‘school management’ is the most common topic of focus during the 
total TE process, while ‘class management’ and ‘teaching method’ were by far the most 
significant areas of focus during classroom observation. However, only 49% of teachers 
indicated that TE had an effect on their classroom practices, while almost 70% of teachers 
reported that they gained personal benefits from the process (Wragg, et al., 1996, p. 61). The 
research suggested that participants’ responses could be affected by the mutual relations 
between the teacher and appraiser (ibid.).  
Kyriacou (1995) questioned 40 teachers within one LEA in the north of England and found 
that they perceived the policy on TE as positive, especially in terms of receiving beneficial 
and motivating feedback that increased their job satisfaction. However, some of the negative 
comments concentrated on the ‘time-consuming and costly nature of the appraisal process’ 
(Kyriacou, 1995, p. 116). 
A further study of evaluators’ views of TE within the same LEA produces similar results to 
the first study. The appraisal process was considered to have a positive impact, but there were 
concerns about how time consuming it was, and about the fairness of evaluators’ judgments 
on teachers’ effectiveness (Kyriacou, 1997). Thus, examining TE on a frequent basis is a 
prerequisite to ensure its effectiveness  (Iwanicki, 1990; Campbell, et al., 2003; Matthews, 
2006). 
Bartlett (1998) argues that an in-depth analysis of TE should entail an examination of the 
views of both evaluators and teachers, thus highlighting any conflicting perceptions of TE 
within a school. Evaluators’ views were to a large extent in keeping with Kyriacou’s (1997) 
findings as discussed above, but teachers’ perceptions vary significantly depending on the 
teacher’s status within the school hierarchy, their age and their years of teaching experience. 
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Novice teachers view TE as a ‘right of management to have information and to monitor 
teaching’, as well as an important means for career development (Bartlett, 1998, p.485). More 
experienced teachers, on the other hand, believe that the process is compulsory, routine and 
less valuable. In the current research, these differences are taken into account.  
Jeffrey’s (2002, p. 531) four year ethnographic study indicated that Ofsted inspections and a 
performativity culture negatively affect primary school teachers’ interpersonal relationships 
with their students, colleagues and inspectors, and that it ‘creates self-disciplining teams that 
marginalize individuality and stratifies collegial relations’. Nevertheless, the study concludes 
that primary school teachers have the potential to maintain professional human relations with 
students, colleagues and inspectors. Jeffrey’s research included 13 secondary, 14 primary and 
two special schools, whose previous inspection reports had identified good practice in 
managing continuing PD. Teachers in the surveyed schools were inclined to indicate that the 
formal process of performance review provides them with an ‘opportunity to discuss their 
career plans’ and ‘to have their achievement recognised’ (Ofsted, 2006, p. 11). 
Research commissioned by the Training and Development Agency for Schools (TDE) on a 
sample of 1,329 early-career teachers9 revealed that of the respondents who had been assigned 
new responsibilities, 64% had specific performance management objectives relating to one or 
more of their new areas of responsibility (Springate, et al., 2009). 
A large-scale national survey commissioned by the DfE on a sample of 707 head teachers, 
1392 teachers, 355 newly qualified teachers (NQTs)/2nd year teachers, 441 induction tutors, 
955 governors and 57 LEAs revealed that 74% of head teachers, 77% of tutors, 85% of 
governors, 64% of teachers and 70% of second-year teachers considered that performance 
management had provided teachers with access to appropriate PD. Moreover, respondents 
from all groups reported being familiar with the performance management policy and notes a 
positive impact on teaching and learning practices, which helps to improve pupils’ results. 
However, the responses of head teachers and induction tutors were shown to be stronger than 
those of teachers (Walker, et al., 2010). Thus, for a clear understanding, it is beneficial to 
explore the perceptions of both teachers and evaluators on TE within context.  
Teachers’ perceptions of TE have thus been researched both at an individual and institutional 
level. The findings differ per study, but generally reflect the positive features of TE as a 
whole in England. 
                                                 
9 Early-career teachers: teachers in the second and third years of their career. 
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3.6 Summary 
This chapter has provided a national, macro level, overview of the cultural influences of both 
national values and economic factors in Kuwait and England. It also provided an insight into 
the primary educational context. In the Kuwaiti context, cultural factors may well serve 
teachers’ improvement: the Islamic values stemming from the Quran and the Sunnah promote 
intrinsic motivation and work ethics as discussed above and in recent research (AL-Gousi, 
2009; Ahmad & Owoyemi, 2012; Jaafara, et al., 2012). The TE policy reforms in Kuwait 
have shifted toward providing supervisors with appropriate expertise in each discipline in 
primary schools. Prior studies have revealed that supervisors’ workload negatively affects 
their job performance (Al-Sane’, et al., 2011). The current chapter has revealed a gap in 
previous studies conducted in state schools in Kuwait, in providing an in-depth investigation 
the influences of TE on teachers PD (Section 3.4.4).  
In the English context, the fundamental British values promoted by the DfE contribute to 
serving pupils from various cultural backgrounds in schools (DfE, 2014, p. 4). However, 
some scholars have criticised government centralisation within the national curriculum, 
standardisation of student assessment and PRP, as some teachers may be constrained to work 
in the way the policy dictates (Troman, 2000; Woods & Jeffrey, 2002; Ball, 2003). Other 
studies have revealed that TE in England contributes to teachers PD (Ofsted, 2006; Walker, et 
al., 2010). Thus, the chapter has laid a foundation to facilitate the interpretation of the 
comparative TE framework policy in Kuwait and England, which is conducted in Chapter 
Five. 
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Chapter Four: Research Methodology 
 
4.1 Introduction 
This chapter describes the overall research design for this study, providing a rationale for the 
adoption of a mixed methods approach and the comparative content analysis for the 
conceptual framework of TE policies in Kuwait and England. Thus, the first section 
introduces the most common paradigms that are used in research studies pertaining to PD, 
namely post positivism, constructionism and pragmatism. Ontological and epistemological 
assumptions in each paradigm, in terms of TE issues, are elaborated upon. Moreover, Section 
4.4-5 clarifies my philosophical assumptions relating to TE within the Kuwaiti context, and 
my rationale for implementing the critical realist paradigm. 
The second section of the chapter (Section 4.6) expounds upon the actual research design. It 
provides a detailed account of the rationale and a justification for the research methods, 
conceptual framework and data validation. The sampling strategies of the implemented 
questionnaire and interviews are illustrated in Chapter Six and Chapter Seven respectively. 
This chapter begins with a brief introduction of innovative management theories, which, 
although they have originated outside the field of education, still inspire educational 
researchers in their work. These theories enable a better understanding of the uses of various 
motivational approaches, including ‘scientific management movement’, ‘bureaucracy’ and 
social science theory (Bush, 2011, p. 10).  
 
4.2 Educational Research Theories 
As this thesis is concerned with TE and its contribution to teachers’ PD, it is in line with the 
larger context of management and leadership theories. Management and leadership theories 
have been proposed to explain a variety of motivational and management approaches and 
form the basis for different appraisal processes.  
Since the Industrial Revolution, researchers have studied the evaluation of employees’ 
performance. Frederick Taylors’ (1911) ideas, including ‘standard condition and high pay for 
success’10 were applied and experimented with for the purpose of enhancing workers’ 
                                                 
10 Standard conditions: ‘the worker should be given standardized conditions and appliances to accomplish the task 
with certainty’ (Hoy & Miskel, 1996, p. 9). 
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efficiency in factories. This is considered to be the foundation of the scientific management 
approach (Hoy & Miskel, 1996).  
German sociologist Max Weber’s (1947) ideas on ‘division of labor and specialization, an 
impersonal orientation, a hierarchy of authority, regulation and career orientation’11 were 
influential in shaping bureaucratic regulations to improve organisational efficiency (Hoy & 
Miskel, 1996, p. 47). These ideas gave rise to bureaucracy theory in educational management, 
and now formal bureaucratic structures are almost inevitable in large educational 
organisations, and even at the school level (Bush, 2002).  
In contrast to the efficiency propositions of Taylor and Weber (1947), Mary Parker Follett 
(1941) developed theories on human relations and the informal effects of the workplace (Hoy 
& Miskel, 1996). Hawthorne’s studies revealed the significance of informal leaders and 
showed that social relations may also compensate for a shortage of monetary rewards and 
taxing physical work conditions (ibid.).  
The social science approach combined both classical organisation and human relations 
approaches, in addition to considering the surrounding social, economic and political factors. 
According to Parsons (1960), social organisation is an open system interacting with the 
surrounding culture (Friedman & Allen, 2010). Thus, as schools represent micro social 
systems, it is vital to examine the ideological, economic and political factors of their context. 
The above brief theoretical background allows for further understanding of employee 
management in general, and specifically of its applications in terms of the TE process, where 
interactions between bureaucratic and individual elements occur at every stage. As such, the 
achievement of PD goals may be overshadowed by the continuing demand of accountability 
and administrative requirements, especially in bureaucratic systems, which may negatively 
affect teachers’ satisfaction.  
 
4.3 Research Paradigms and Their Implications for Research into TE 
Lincoln et al. (2011) distinguished between four paradigms in qualitative research: 
positivism, post-positivism, critical theory and constructivism. Mertens et al., (2010, p. 297) 
argued against the presence of the critical theory on the paradigm list, while Creswell & Plano 
                                                 
11 Impersonal orientation: ‘the bureaucratic employee is expected to make decisions based on facts, not feelings’ 
(Hoy & Miskel, 1996, p. 48).    
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Clark (2011) added pragmatism, considering it to be the best world view or paradigm for 
MMR.  
The most commonly selected paradigms for researchers in TE are positivism, post positivism, 
constructivism and pragmatism (OECD, 2009a; Ramirez, et al., 2011; Zhang & Ng, 2011). 
Accordingly, I employed various methods (quantitative, qualitative or both) for the current 
research. This revealed that TE realities have been extended in both objectivism and 
constructivism positions, by representing opposite ends of the ontological spectrum. What 
follows is a detailed description of these paradigms. 
4.3.1 Positivism 
The positivist paradigm applies a natural scientific approach, where the scientist controls and 
identifies correlations between variables, mostly through experiments and observations 
(Darling-Hammond, et al., 1983; Galton, 1995). Thus, the scientist attempts to come to 
‘objective truths’ about the world. For example, it is an ‘objective truth’ that in Boyle’s law of 
gases, pressure and volume are inversely proportional. This remains true, irrespective of the 
researchers or their experiments. However, in the case of a social context, a thorough isolation 
of variables is impossible. Nevertheless, social researchers use the methods of the positivist 
approach, such as quasi-experiments and surveys, based on theoretical, well-debated, agreed 
upon, illustrated variables (Muijs, 2011). Additionally, within the data interpretation phases, 
social researchers’ stances move away from naïve or ‘traditional positivism’ (Muijs, 2011, p. 
5) to post–positivism. This is a modified and flexible version that acknowledges the 
‘imperfectly’ shaped side of reality, and acknowledges researchers’ and participants’ values 
and biases (Gall, et al., 2007, p. 16).    
4.3.2 Post-positivism 
TE researchers who assume an objective reality will largely rely on theoretical assumptions to 
determine their conception of an effective PD process (Phillips & Burbules, 2000). Thus, they 
will take certain competencies into account when appraising teachers. Classroom 
management, for example, is one of the agreed standards for teacher quality in cross-national 
views. Researchers may use quantitative methods, such as surveys and observations, to 
investigate whether the feedback they receive from evaluators considered classroom 
management. A researcher thus needs to simplify complex research questions into observable 
and measurable objects (variables), which coexist in the same physical space (school).  
Traditionally, but also commonly, quantitative methods have been used to provide data that 
can be statistically tested and generalised (Field, 2009). Table 4.1 considers three research 
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studies on TE. Each of these studies implemented quantitative methods based on surveys. 
These studies are not value free, as the data sources and interpretations are based on 
participants and researchers respectively. The reality of TE in the social context is 
‘imperfectly and probabilistically apprehensible’, thus Lincoln et al. (2011, p. 98) place this 
type of research in the context of CR. For a more in-depth verification of reality, researchers 
use the multi-methods approach.   
Study Focus and methodology Findings 
(OECD, 
2009a) 
Cross-national teaching and 
learning survey conducted on 
23 countries, examining 
teachers’ perceptions on TE, 
frequencies, focus, impact and 
outcomes.  
 
The findings revealed deficiencies, such as: 
- 13% of teachers in TALIS countries claimed 
that they did not receive any appraisal and 
feedback in their schools, with the largest 
portion of this in Italy 55%, Spain 46% and 
Ireland 26%. 
- Inattention to teaching students with special 
needs in most countries and to monetary 
impacts for teachers. 
(Delvaux, 
et al., 
2013) 
The study examined the impact 
of TE on PD from a teacher 
perspective in terms of 
purposes and features of 
evaluation, as well as 
leadership characteristics. It 
applied a survey to 1983 
teachers in Flanders, Belgium. 
The findings revealed that teachers with less 
than five years of experience reported 
positive effects on their PD. 
The most effective factor on PD was the 
positive attitude of principals. 
(Tuytens 
& Devos, 
2011) 
The study explored the 
contribution of school leaders 
in providing effective feedback 
appraisal from the teachers’ 
perspective. It applied a 
questionnaire to secondary 
school teachers in Belgium, 
examining three leadership 
variables: charisma, active 
The response rate was 65%. The findings 
showed that teachers perceived a positive 
impact for feedback on their PD. 
The most influential leadership variable was 
active leadership supervision. 
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supervision and content 
knowledge. 
Table 4.1: A sample of TE studies that adopted quantitative methods 
 
In light of this discussion, proponents of qualitative methods consider variable isolation to be 
difficult to fulfil flawlessly within the multidimensional educational phenomenon. They 
further assert that findings from quantitative methods have very limited value in terms of 
understanding the reasons behind participants’ responses, and in eliminating individual 
peculiarities (Bryman, 2012). 
4.3.3 Constructivism 
The interpretive paradigm of constructivism is an epistemological position ‘that prioritises 
people’s subjective interpretations and understanding of social phenomena’ (Matthews & 
Ross, 2010, p. 28). Constructivism proposes that realities are socially constructed within a 
context, such as the concept of ‘classroom management’ (mentioned in Section 4.3.2 as one of 
the teaching quality standards). It is variously interpreted in terms of ‘clarity in presentation of 
ideas, well-structured lessons, and appropriate pacing’ (Hattie, 2009 cited in Looney, 2011, p. 
8). These multiple interpretations have prompted social researchers to advocate for the use of 
qualitative methods, as illustrated in the case study in Table 4.2. 
Study Focus and 
methodology 
Findings 
(Zhang & 
Ng, 2011) 
A case study on 
secondary schools in 
Shanghai, 
investigating teachers’ 
and principals’ 
perceptions on the 
impact of TE on 
teachers’ PD. 
Findings indicated that TE facilitated teachers’ PD in 
three ways: 
Creating extrinsic incentives to push teachers to 
improve; providing guidelines and directions for 
teachers to follow; and assuring the quality of teacher 
development by mentoring, classroom observation and 
teaching research. The researchers did highlight some 
negative impacts of bureaucratic directions that could 
lead to conformity in teachers’ performance. 
Table 4.2: A case study on TE research based on qualitative methods 
 
However, it is rare for TE researchers to limit their methodologies to qualitative methods 
only, due to the well-known facts of TE mechanisms in terms of purposes, methods and 
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outcomes. One may infer from Table 4.1 and Table 4.2 that there are commonalities in certain 
research questions and findings in various contexts. With regards to the research questions for 
this context, most researchers concentrate on the influence of TE feedback on teachers’ PD, as 
this is considered to be the main factor that can influence student achievement. However, 
research findings have revealed the significance of leadership style (the source of evaluation 
feedback) and of monetary and nonmonetary incentives for teachers. To conclude, the 
realities behind TE will have similarities, even if the data is collated in different cultural and 
educational contexts. 
4.3.4 Pragmatism 
Creswell & Plano Clark (2011, p. 40) emphasised four key characteristics of the pragmatist 
paradigm, namely ‘consequences for action, problem centred, pluralistic, real-world practice 
oriented.’ Thus, research questions are associated with outcomes mainly in the provision of 
practical solutions for the research problem. That said, there are conflicting views regarding 
pragmatism’s ontological assumptions – specifically concerning whether pragmatism has its 
own distinctive set of ontological assumptions or not. Proponents of the pragmatic stance 
include the ontological assumption which draws from its association with the mixed methods 
approach; thus, it combines positivism and interpretivism philosophical assumptions 
(Creswell & Plano Clark, 2011). On the other hand, opponents consider pragmatism as an 
approach that seeks provisional and practical solutions for research problems, whether 
research answers refer to an objective or subjective reality, or both (Gall, et al., 2007).    
In this current research, a pragmatic stance is shown at different stages of the research, 
particularly in the choice of the mixed methods approach and in the discussion chapter, which 
focuses on finding solutions for the deficiencies of the TE process in Kuwait. Nonetheless, it 
should be noted that pragmatism was not my main paradigm, due to my awareness of the 
realities of effective PD and its context, which was a starting point for my philosophical 
assumptions. 
 
4.4 Paradigms and the Teacher Evaluation Phenomenon 
Investigating TE policies and practices and their influences on teachers’ PD encompasses a 
number of overlapping matters, including teachers’ effectiveness, adult learning, motivation, 
teachers’ agency, and structural and cultural factors. To date, these issues have not been fully 
established in academia and are still open to a number of interpretations within their context. 
Researchers have conceptualised TE in two main approaches - summative and formative - 
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which have been implemented for accountability and teacher PD purposes (Darling-
Hammond, et al., 1983; Christensen, 1986; Green & Sanders, 1990). However, the teacher’s 
agency is required to achieve PD (Biesta, et al., 2015). 
The use of quantitative post-positivist (OECD, 2009a; Tuytens & Devos, 2011; Delvaux, et 
al., 2013) and qualitative interpretivist (Zhang & Ng, 2011) paradigms has created a paradox 
of epistemologies for either the justification or the understanding of people’s experiences 
(Lincoln, et al., 2011). However, both approaches are needed for change and transformation 
within an educational context. The pragmatist multi methods approach provides more 
evidence for policy makers and practitioners (Creswell & Plano Clark, 2011). That said, there 
are limitations to the explanations of TE and the implications of teachers’ effectiveness that 
the ontological perspective provides (Pring, 2000). This is especially so since TE is positioned 
in an open, multi-dimensional educational context.  
In addition, critics have argued over the imbalances between accountability and PD purposes 
in PD discourses. This, in turn, has led TE practices to be a mostly routine affair that assesses 
teachers’ effectiveness rather than developing it (Hancock & Settle, 1990, p. 11; Santiago & 
Benavides, 2009). Critical realism provides an innovative solution for this, which will be 
reviewed in the next section. While a critical approach to educational research is challenging, 
through the use of mixed methods or intensive observations, underlying realities within this 
area of study can be revealed, as illustrated by the two examples in Table 4.3.  
 
Study Focus and methodology Findings 
(Porter, 
1993) 
A critical-realist ethnographic study 
was conducted by an employed 
nurse for three months in an Irish 
hospital. It focussed on the effects 
of professionalism on racism 
between Irish nurses and black or 
Asian doctors. 
The findings showed that racism occurred 
in the absence of these ethnic groups by 
means of racial comments, whilst racism 
did not manifest itself explicitly among 
colleagues.  
76 
 
(Brown, 
2012) 
An ex-teacher and a Trainee 
Educational Psychologist (TEP) 
conducted MMR using a critical 
realist paradigm to examine the 
effects of having extra 
responsibility on teachers’ 
collective efficacy. 
Teachers with additional responsibility in 
a school had a better collective efficacy 
score than teachers with no extra 
responsibility. Thematic analysis 
identified four themes: stress 
management, supporting roles, learning, 
and communication. Teacher collective 
efficacy beliefs can be constructed and 
improved. 
Table 4.3: A critical realist research approach in medical and educational contexts 
 
4.5 Rationale for a Critical Realism Paradigm in Teacher Evaluation Research 
The rationale behind applying the critical realist paradigm for investigating PD in Kuwait can 
be summarised in two main points: first, the critical realist ontological and epistemological 
perspectives facilitate an effective understanding of the phenomenon of PD, and second, CR 
is an appropriate paradigm to meet the main aims of the research, proposing changes and 
improvements to enhance TE in Kuwait in terms of teacher PD (Egbo, 2005).  
There is now consensus among researchers that the critical realist paradigm is suitable for 
explaining an open educational context as the ‘world is structured, differentiated, stratified 
and changing’ (Danermark, et al., 2005, p. 14). Furthermore, there is considerable criticism 
concerning the leadership and management of teachers in schools. Consequently, there is a 
strong need for a deeper understanding of the multi-dimensional factors that underpin 
teachers’ effectiveness (detailed in Section 2.4)  (Campbell, et al., 2004; Muijs & Reynolds, 
2011). Additionally, there is a need for more formative TE approaches to motivate and 
improve teachers professionally (detailed in Sections 2.10-11) (Hargreaves & Fullan, 2012).  
Although realists agree with positivists that there is an objective reality, realist epistemology 
differs from positivism in that it involves constructionism (Maxwell, 2012). That is, 
ontologically, reality is stratified into three main domains: the empirical, the actual and the 
real (Bhaskar, 1993; Archer, 2003). The real domain is not perfectly perceived. Realism posits 
that under social reality, there is a hidden structure that generates mechanisms. Researchers 
are interested in revealing the negative effects on individuals in a certain context (Sayer, 
2010). One could, however, argue that when the purpose of an investigation is to reveal 
inequalities or imperfect systems, and when it aims to provide a solution for the social 
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context, the critical realist paradigm is appropriate for such a context, since it is based on 
critical theories that also include Marxist and feminist critiques of modern social 
organisations (Kumar, 2011; Grogan & Simmons, 2012). The main problem in traditional 
personnel management procedures is that they are ‘fragmented, incomplete, and sometimes 
built on faulty assumptions about human or organizational growth’ (Schein, 1977, p. 5). Thus, 
the compatibility of PD policies in Kuwait with global trends and motivational/adult learning 
theories is an important part of this thesis. 
To investigate TE in Kuwait from a realist’s perspective, and to propose changes for 
improvement, a mixed methods approach is appropriate in order to broaden the empirical 
domain (Sayer, 2010; Hurrell, 2014). The current study, therefore, includes two phases: first, 
the distribution of the OECD (2009c) questionnaire (see Appendix B) on a large scale (475 
primary school teachers from four districts); second, the application of semi-structured 
interviews with 12 teachers and four supervisors from the same district, and the content 
analysis of the 2012 text policy documents from Kuwait and England.  
The findings and the analysis stem from the actual TE domain, which includes the mechanism 
of TE in Kuwait and its approaches (Zachariadis, et al., 2013). However, the reality of TE 
encompasses structural factors and individuals (Bhaskar, 1993). Moreover, the power 
structure between supervisors (evaluators) and teachers who can lead TE discourse needs to 
be determined and examined for potential undesirable effects.  
However, the interaction between a teacher and his/her evaluator in the post-observation 
conference creates causal power to improve or hinder teacher practices, and from a critical 
realist perspective, causal power is related to ‘the production of change’ (Sayer, 2004, p. 10). 
The TE mechanism includes various properties. Most effective for school teachers is the 
feedback from evaluators and the extrinsic and/or intrinsic incentives. These properties may 
have positive outcomes, such as job satisfaction and learning, or negative outcomes, such as 
frustration and anxiety (Day, 1999; Ball, 2003).  
Some critical realists seek to emancipate powerless populations from the negative effects of 
causal power (Bhaskar, 1993; Porpora, 2015) and advocate the use of the term ‘agency’ to 
refer to the ability of actors to operate independently of the determining constraints of ‘social 
structure’ (Calhoun, 2002, p. 7). That said, providing teachers with authentic opportunities for 
reflection, self-evaluation and peer review, and with the opportunity to participate in decision 
making and to engage in interactive dialogue with their supervisors, are most likely to foster 
improvement and learning (Darling-hammond, 2012; Hargreaves & Fullan, 2012). 
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Realists have arrived at various explanations for the interplay between social structure and 
agency. However, to provide a proposal for changes in and improvements to practices to 
enhance PD in Kuwait in terms of teacher PD, I applied Bhaskar’s transformational model 
(BTM) (shown in Figure 4.1) to develop a critical realist approach as the basis for my 
research  (O'Mahoney & Vincent, 2014).  
 
   
 
 
  
Figure 4.1:Bhaskar’s Transformational Model on the connection between social structure and agency 
(Bhaskar, 1993, p. 155) 
 
Ontologically, this model illustrates how the complex educational context is stratified into 
structure and agency, TE policy and teachers. According to BTM, the structure can both 
constrain and enable, which is in accordance with the authoritative traditional leadership style 
in Kuwait. However, epistemologically, the BTM only indicates two paths of structure-
agency interactions. First, it illustrates the constraint-reproduction cycle, in which ‘patterns of 
behavior are repeated’ (Holborn & Haralambos, 2004, p. 889). An example of this would be 
an official evaluator’s attempts to influence teacher practices by adopting certain methods. 
The second route is the enablement-transformation cycle, with a TE structure that provides 
teachers with authentic intrinsic motivational opportunities, such as participating in decision 
making. This approach has contributed to the emergence of transformative causality (Bhaskar, 
1993; Brown, 2012). The distinction between these two paths provides guidelines and a 
structure for the presentation of findings and an analytical framework for data discussion. 
Porpora, (2015) has reconstructed the conception of social structure from a critical realist 
Reproduction / transformation 
Social structure 
(Educational institution) 
(TE policy) 
Enablement / constraint 
Agency (Teachers) 
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perspective. Investigating these aspects provides an in-depth insight into the entities of TE 
structure in Kuwait, as illustrated in Table 4.4. 
 
 
Porpora’s CR 
conception of social 
structure (Porpora, 
2015, p. 98) 
The application of Porpora’s conceptualisation in the structure of TE 
in Kuwait. 
1-‘(Material) Relation 
between social position 
and social construct’ 
Relations between teacher (evaluee) and their official evaluators: 
principal, head teacher (head of department) and supervisor (external 
evaluator).  
2-‘Law-like regularities 
that govern the 
behaviour of social 
facts’ 
The law-like/statistical relations of TE provide an extensive description 
of behaviour within context, such as: 
- TE feedback frequency and evaluator’s position; 
- focus (accountability or PD); 
- impacts (extrinsic or intrinsic incentives); and 
- teacher satisfaction and fairness evaluation. 
3-‘Stable patterns or 
regularities of 
behaviour’ 
 Classroom-observation discourse and the feedback provided to teachers 
together form stable patterns and regularities, in TE practices. Qualitative 
investigation of feedback received in post-observation conference 
provides an intensive understanding of the effectiveness of the TE 
mechanism; thus, the structure here acts as a dependent variable.    
4-‘Rules or (schemas) 
and resources (material 
or subjective) that 
structure behaviour’ 
 
- The written rules of TE (policy as text) 
- Official evaluators, their positions and numbers (feedback sources). 
- Incentive resources (monetary and non-monetary rewards; extrinsic and 
intrinsic incentives). 
- Cultural and economic factors underpinning the structural rules and 
resources. 
Table 4.4: The application of Porpora’s (2015) conceptual social structure within the structure of TE 
policy in Kuwait. 
 
The last concept of structure in Table 4.4 is similar to Giddens’s (1984) definition of social 
activities. However, the conflation of agent and structure in Giddens’s structuration theory is 
difficult to apply empirically and does not fit the stratified and structured reality of critical 
realist research (Dobson, 2001; Archer, 2003; Danermark, et al., 2005). Archer’s critical 
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realist argument of transformation highlights the fact that ‘actions are produced through the 
reflexive deliberations of agents’. Archer’s model is effective for TE research focusing solely 
on self-evaluation (Archer, 2003, p. 135).     
 
4.6 Research Design 
From the above discussion, it is evident that the application of CR can effectively facilitate 
the research aim of proposing changes and improvements to TE practices. This, in turn, can 
support teacher PD within Kuwaiti primary schools. CR provides a framework for empirical 
research built on the following two key premises: (1) teacher agency is significant in 
delivering change in schools, and (2) certain factors within the TE structure may hinder or 
promote teachers’ agency. Furthermore, there is a large consensus that both internal (i.e. 
teachers’ beliefs, identities, attitudes, knowledge and skills) and external structural and 
cultural factors may affect teachers’ motivation to learn and improve professionally. 
However, the current research investigates specifically the causes within TE structure, as they 
are considered significant in hierarchal authoritative educational systems as found in Kuwait. 
According to Porpora’s (2015) critical realist conceptions of social structure (illustrated above 
in Table 4.4), critical realist stratified reality endorses the application of a multi methods 
approach as a means of providing extensive and intensive findings (Danermark, et al., 2005). 
Thus, my research design includes two main approaches. First, it contains a comparative 
content analysis of the current TE policies in Kuwait and England (detailed in Chapter Five), 
in terms of the points listed in Table 4.5 below. Second, it applies a mixed methods approach 
to investigate teachers’ perceptions on TE feedback, purposes, focuses, sources, frequency, 
and on its impact on teachers’ personal careers and PD. Finally, Table 4.5 shows the research 
level of investigations, questions and methods. The next sections will clarify the rationale for 
applying these methods in detail.  
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C
h
a
p
te
r 
Level 
 
 
Main 
components 
 
Research level of investigations and 
research questions 
 
Research 
method 
F
iv
e 
Organisational 
context: 
MoE in 
Kuwait,  
DfE in 
England 
(Meso Level) 
 
TE structure 
 
TE policy 
regulations 
and rules  
 
 
 
 
 
To investigate the current TE 
policy as applied in state primary 
schools in England and Kuwait, and 
the marked similarities and 
differences in TE legislations 
between the two countries. 
 Purposes of TE 
 Teachers being assessed 
 Evaluators 
 Teachers’ standards 
 Setting TE objectives 
 Methods and frequencies 
 TE period 
 Summative evaluation and rating 
 Responses of underperforming 
teachers 
 Consequences for accountability 
and improvement  
Comparative 
content 
analysis of 
the 
conceptual 
TE policies 
in Kuwait 
and England  
 
S
ix
 &
 S
ev
en
 
 
Human 
agency, 
individuals in 
districts and 
schools 
(Micro level) 
 
 
 
 
 
 
TE 
discourse 
 
- Feedback 
sources and 
content 
 
- Extrinsic 
and intrinsic 
incentives 
S
u
b
si
d
ia
ry
 R
es
ea
rc
h
 Q
u
es
ti
o
n
s 
1- What are teachers’ 
perceptions of current teacher 
evaluation processes in 
Kuwaiti primary schools in 
relation to frequency, focus 
and impact of feedback? 
 
 2- What are supervisors’ 
perceptions of current teacher 
evaluation in Kuwaiti primary 
schools in relation to 
frequency, focus and impact 
of evaluation? 
 
Mixed 
methods 
research:  
questionnaire 
+ interviews  
E
ig
h
t 
All levels and 
components 
M
ai
n
 r
es
ea
rc
h
 q
u
es
ti
o
n
 How can teacher evaluation 
in Kuwait be improved? 
 
Interpretation 
of empirical 
and 
theoretical 
data from 
previous 
phases and 
discussion  
Table 4. 5: Main research investigations, questions and methods 
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4.7 Comparative Study 
This research is not limited to a description basis of TE, but rather extends to provide relevant 
solutions and/or alternatives to current TE practices in Kuwait. Thus, the application of a 
comparative approach provides an overview of the TE structure from an international and 
cross-cultural perspective. Undertaking a comparative approach of educational systems can be 
a challenging task, as there are various historical, political, cultural and ideological aspects to 
take into consideration when researching different countries (Manzon, 2007). Moreover, the 
initiation and implementation of educational reform can take place within a national setting, 
which has its own traditions that are ‘sometimes overlapping [with other countries’] but 
ultimately unique’ (McLean, 1995 cited in Brundrett, et al., 2006, p. 15). As such, the 
rationale for adopting a comparative analysis of the conceptual framework of TE policies in 
Kuwait and England will be explained in detail in subsection 4.7.1. 
4.7.1 Comparative content analysis of the conceptual framework of TE 
policies in Kuwait and England 
According to Porpora’s (2015) conceptualisation of social structure (detailed in Section 4.5), 
rules are major entities that influence TE practices in schools. Rules are the written text policy 
that either proposes or mandates a certain TE framework for schools in various countries  
(Santiago & Benavides, 2009). The present research is the first to conduct a comparative 
content analysis of the formal conceptual frameworks regulating TE in Kuwait and England.  
A prerequisite for conducting a comparative study is to ‘identify all sort of equivalences’ 
(Phillips & Schweisfurth, 2010, p. 99) between the jurisdictions, with regards to the topic 
intended for examination. Similarly, common ground needs to be established in order to 
produce an effective comparison between formal TE in England and Kuwait, to identify the 
differences, and to provide explanations based on the factors underpinning each case. 
Through the literature review, and based on the empirical study of TE in Kuwait, this study 
proposes changes to current TE mechanisms that may hinder teachers’ PD in Kuwait.  
In terms of educational aspects, Kuwait and England share certain common characteristics. 
For example, in each jurisdiction, there is a governmental education department that decides 
on and regulates TE policy: the Ministry of Education (MoE) in Kuwait and the Department 
for Education (DfE) in England. The TE policies are implemented within state schools and 
both legislations place emphasis on the hierarchy of teacher performance management. In 
Kuwait, every teacher is evaluated by three senior managers: the supervisor, the head of 
department and the school principal. In England, on the other hand, the head teacher is the 
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only immediate manager responsible for TE, with the district and governing body being 
responsible, in turn, for reviewing the head teacher’s evaluation plan. 
Furthermore, the English educational system provides head teachers with the entire task of 
teacher selection, recruitment, appraisal and staff development, whereas in Kuwait, the MoE 
has exclusive access to all these rights. Thus, a principal’s autonomy is highly centralised and 
constrained. This needs to be examined in order to provide alternatives to policy makers, 
particularly in terms of a conceptual appraisal framework with a more flexible orientation. 
There are also similarities within the conceptual framework of TE, namely the purposes of TE 
and the inclusion of annual summative evaluation at the end of the evaluation cycle (detailed 
in Section 5.4). Both the Kuwaiti and English governments have implemented a national 
curriculum that is also been adopted in many other countries, including China, Thailand, 
Singapore, Malta, Nigeria and Pakistan (Oplatka, 2004, p. 428). Even though there are 
cultural and economic differences between these nations, the similarities in policy discourse 
can be ascribed to the dominance of human capital theory that directly associates education 
with economic survival, competitiveness, growth and prosperity (Bell & Stevenson, 2006). It 
could also be argued that Kuwait’s concept for TE is not only similar to England’s, but to 
several other jurisdictions all over the world as well.  
That being said, being a PhD student in England enabled me to study the English TE 
framework in some depth. I had extensive and direct access to primary and secondary sources 
and was able to take part in a conference ‘Impleminting Effective Performance Management 
to Improve Teaching and Learning’ (October 2012). This conference was held in London as a 
result of the new amendments to the teacher appraisal policy in England. Thus, it made 
methodological sense to compare the Kuwaiti TE system to England’s system, in particular. 
The Kuwaiti government strongly promotes studying abroad, particularly in England, due to 
the deep historical relations between the two countries (Stables, 1996). Scholarships are 
offered to Kuwaiti students to pursue both undergraduate and postgraduate education in the 
UK. This allows them to gain access to a wide array of learning and self-development 
opportunities, which in turn influences Kuwait’s national educational process. Table 4.6 
illustrates recent comparative studies carried out by Kuwaiti scholars. 
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Study title  Field   Paradigm and 
Methodology 
Identified limitation in 
Kuwaiti policies 
A Comparative Study 
of Inclusive 
Education in Kuwait 
and England 
 
(Aldaihani, 2010) 
Special 
Education 
Needs  
Interpretive 
paradigm, 
qualitative 
methods, 
interview and 
documentary 
analysis 
- ‘Limitations of the 
democratic system weakens 
the voice of disabled people. 
- Centralised education system 
which emphasises the 
separation of general 
education from special 
education and led to a 
unity/commonality approach 
- Static model of policy 
development’  
(Aldaihani, 2010, p. 332). 
The Compatibility of 
the  Kuwait Project 
with the 
Constitutional Oil 
Ownership Concepts 
in the State of Kuwait  
(Almohsen, 2013) 
Law Critical 
paradigm, 
documentary 
analysis 
Limatation in the flexibility of 
the legislative framework for 
the exploitation of petroleum 
in Kuwait. 
 
A Comparative Study 
of University 
Continuing Education 
Policy and Practice 
from Kuwait and 
England 
(Alshebou, 2007) 
Higher 
Education 
Interpretive 
paradigm, 
qualitative 
methods, 
interview and 
documentary 
analysis 
The lack of the methods of 
accreditation and certification 
methods proved an obstacle 
for personal development for a 
number of students, in 
particular those requiring 
qualifications to promote their 
social status. 
A Comparative Study 
between the Curricula 
of Kuwait University 
and Newcastle 
University with 
Reflection on Policy 
Making and End 
Users 
(Al-Hassan, 2010) 
Architectural 
Education  
Positive realism 
and MMR 
Deficiency in environmental 
law implementation at the 
state level. A second step may 
be to review the law and 
update it in accordance with 
the International Sustainable 
Development Treaty 
requirements. 
Table 4.6: Recent comparative studies carried out by Kuwaiti scholars 
 
In spite of the various disciplines of the previous studies, their significance is that they all 
review Kuwaiti policies in order to solve current problems. Since comparative studies may 
provide suitable solutions to existing challenges, this thesis argues that there is a pressing 
need to investigate TE regulations using a comparative approach, particularly as access is 
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readily available to such a model, and more importantly, if the process is undertaken within a 
developed country.  
 
4.8 Mixed methods Research (MMR) 
From a critical realist viewpoint, social phenomena are contextually well defined. In other 
words, they can be dependent on other instruments and causal forces in the system. In 
addition, these tools may not always manifest in an empirical manner, as they may be 
repressed in an intricate interaction (Bhaskar, 1993). Therefore, the process of methodology 
selection is contingent on the ability and complementarity of various approaches to relay 
various forms of knowledge about generative tools (O'Mahoney & Vincent, 2014). One may 
also assert that CR does not really adhere to one kind of research, but rather employs a wide 
range of quantitative and qualitative research methods. This ‘critical methodological 
pluralism’ (Danermark, et al., 2005, p. 148) is not adopted nonchalantly; on the contrary, it is 
entrenched in CR’s ontological and epistemological conjectures.  
In this research, the TE structure includes various entities. It generates mechanisms that can 
have an impact on teachers’ PD and it may increase or decrease teachers’ agential roles. Thus, 
as the main purpose of this research is to reveal the reality of these influences, there is a need 
for an ‘extensive’ and ‘intensive’ investigation of the TE mechanism within the macro and 
micro levels (Sayer, 1992, p. 243). However, from an educational administration perspective, 
‘policies and practices’ are the most prominent factors in social transformation (Egbo, 2005, 
p. 270), and, as highlighted in Table 4.7, both TE researchers Vanci-Osam and Aksit, (2000), 
and Ramirez, et al., (2011) focused on policies and applied the multi-methods approach.  
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Study Focus and methodology Findings 
(Vanci-
Osam & 
Aksit, 
2000) 
The research examined the 
perceptions of teachers and 
evaluators on how a new TE scheme 
contributed to the PD of 50 teachers 
in Ankara. Ethnographic design was 
based on multi-methods data 
collection: note taking, 
questionnaires, ratings of personal 
opinions, documentary analysis, and 
interviews, all of which were applied 
before and after teachers’ 
participation in the scheme.  
The data revealed negative views on the 
scheme. Some post-graduate teachers 
reported that their evaluators were not 
qualified enough to assess them. 
Teachers with less experience reported 
that they had improved professionally, 
while teachers with more experience 
found it time-consuming. 
 
(Ramirez, 
et al., 
2011) 
The study investigated the evaluation 
policy and practices of Colorado’s 
teachers and their contribution to 
teachers’ effectiveness. Data was 
collected from focus groups, surveys 
of teachers, site administrators/head 
teachers, and the school district. 
The findings identified four major 
barriers for an effective TE procedure: a 
broad ranging governmental strategy, 
low motivation of teachers and 
managers to adhere to policy aims, time 
limitations, and evaluation procedures 
that were inappropriately set out.  
       Table 4.7: Multi methods TE research        
                                    
4.9 Transformative Mixed-methods Design                                                                                                                                     
Since each MMR has a different purpose, methodology, timing, procedures and priorities of 
quantitative and qualitative strands, each has a distinct design. Maxwell and Loomis (2003, p. 
245) adopt the term ‘interactive design’ to indicate the interaction between MMR 
components: ‘purpose, conceptual framework, research questions, methods, and validity’. In 
light of this, the interactive design is a system-based approach, which is applicable for MMR 
and for any other research method. Nonetheless, the most well-known interactive designs are 
based on MMR properties.  
Based on a theoretical and empirical analysis of 57 MMR studies in the field of evaluation, 
Greene, et al. (1989, p. 259) identified the following five designs based on the functions and 
purposes of the studies: triangulation, complementarity, development, initiation and 
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expansion. Bryman’s (2006) content analysis of 323 social science studies confirmed Greene 
et al.’s (1989) list and added additional purposes for combining methods. These were, 
exploring, enhancement, credibility, understanding contexts and processes. Together, these 
elements make up MMR research. However, the use of each of these elements elucidates the 
purpose of the MMR. 
Other researchers have used more ‘parsimonious’ designs with a focus on only two MMR 
components: priority and sequence in Morgan MMR design, (1998, p. 362) and timing and 
decision in Hibberts and Johnson (2012) MMR design. However, metricising alternatives in 
each component with quantitative and/or qualitative strands will result in at least four designs. 
Although these terms are crucial for building a design, they do not provide sufficient details to 
qualify each resultant design. Thus, Teddlie and Tashakkori (2010, p. 53) use the term ‘family 
of MMR designs’ to account for the similarities between various designs. Each family is 
determined according to three features: ‘number of methodological, approaches, strands or 
phases; and type of implementation process.’ Teddlie and Tashakkori (2010) recommended 
that MMR researchers ‘can select the best one and then creatively adjust it to meet the needs 
of their particular research study’ (ibid.). 
From a different perspective, Hall and Howard (2008, p. 250) use the concept of a ‘synergistic 
approach’ to describe MMR. They emphasise that the combining quantitative and qualitative 
strands has a better result than approaching each of these separately. The ‘design’ concept in 
their approach refers to ordinary research components in each strand: ‘epistemology, theory, 
methodology, method’. However, they highlight the following core principles of combination: 
the concept of synergy, positions of equal value, ideology of differences and a combination of 
quantitative and qualitative designs. Synergistic approach components are inevitable in MMR, 
but the approach does not provide a particular philosophical or theoretical perspective. 
Creswell and Plano Clark (2011, p. 73) highlight six common designs: ‘convergent, 
explanatory sequential, exploratory sequential, embedded, transformative, and multiphase.’ 
They also provide explicit and flexible details for each design, in accordance with the research 
purpose, paradigm, methods, timing, data analysis, and data analysis decisions. Some scholars 
consider the details within each design to be constraining (Teddlie & Tashakkori, 2010). 
However, considering that the main research aim here is to propose changes for the TE policy 
to enhance teacher PD, the transformative design worked well. Thus, the transformative 
design from Creswell and Plano Clark’s (2011) updated list was applied. This suits the CR 
philosophical assumptions in this thesis, as shown in Figure 4.2. The design, therefore, 
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contributes substantially to a comprehensive understanding of the policy and practices of PD 
in Kuwait. 
 
 
 
                   
Figure 4.2: The transformative mixed-methods design (Creswell & Plano Clark, 2011, p. 69) 
 
The design prioritises the use of both quantitative and qualitative stands. This provides 
extensive and rich data to identify constraints on, and enablement of, the TE structure on 
teachers’ agency and it contributes to explaining the stratified realities in complex open 
educational social activities (Sayer, 1992; Bhaskar, 1993). Quantitative and qualitative strands 
can either be applied concurrently or sequentially, and since I carried out my research alone, I 
chose the explanatory sequential framework as it includes two main phases (as shown in 
Figure 4.2). In the first quantitative phase, I administered a large-scale questionnaire to 475 
teachers from four districts, with the aim to investigate the structural entities of TE feedback, 
purposes, frequency, sources and impact on teachers from the their own perspective.  
The second phase sought to provide an intensive and in-depth explanation and interpretation 
of the conditions of the interaction between teachers and the TE structure, particularly in 
regard to three aspects: the mechanism of feedback received from supervisors at the post-
observation conference, the internal and external incentives, and lastly, the number of official 
evaluators’ and their positions. To achieve this, I conducted semi-structured interviews with 
12 teachers and four supervisors. I also applied comparative documentary analysis to the TE 
text policies of Kuwait and England.  
In accordance with Creswell and Plano Clark’s proposal (2011), I have merged the 
quantitative and qualitative data to facilitate a greater understanding of the reality of TE in 
Kuwait and to allow me to recommend a proposal for the improvements of TE practices in 
Kuwait. Furthermore, I added three open-ended questions to the questionnaires (see Appendix 
B). Thus, the first phase was not purely quantitative. Creswell and Plano Clark (2011, p. 97) 
suggest that a researcher may choose the best methods for the sake of ‘challenging the status 
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quo and developing solutions’ for the research problem rather than slavishly adhering to a 
certain design. 
 
4.10 The First Empirical Research Phase  
The first empirical phase is based on the application of the OECD (2009a) questionnaire to 
475 primary school teachers in Kuwait. Sections 4.10.1-2 below provides the theoretical 
framework underlining the application of the questionnaire, followed by the rationale for its 
application.  
4.10.1 Theoretical framework 
There is consensus that effective TE can be a catalyst to encourage teachers to improve 
professionally (Coe, 1998; Campbell, et al., 2003; Delvaux, et al., 2013). Nevertheless, it is 
evident that the TE structure can either hinder or promote teacher agency to learn and develop 
professionally (Firestone, 2014). Grounded in motivational and adult learning theories (details 
in Sections 4.11.2-3), and based on Porpora’s (2015) CR conception of social structure, there 
are certain entities within the TE structure that are considered influential for teachers’ agency 
(detailed in Table 4.4). One such entity is TE feedback, which is regarded as one of the major 
motivators for teachers (Marchington & Wilkinson, 2009). More specifically, TE feedback 
provides an identification of teachers’ development needs and offers incremental information 
to fulfil their needs.  
Using the TALIS survey (Appendix A), which has been also applied in this research, the 
OECD (2009a) study provides a comprehensive investigation of feedback dimensions (i.e. 
purposes, focuses, sources, frequency and impact on teachers’ career and PD). The rationale 
for its application to this study will be explained in the next section. 
4.10.2 The rationale for the OECD questionnaire application 
Ostensibly, the process of construction, distribution and analysis of a questionnaire appears to 
be straightforward, however, appearances are deceptive. It took a great deal of effort to 
accomplish each of these phases (Dowling & Brown 2010, p. 72). In order to reduce the 
obstacles associated with constructing a new questionnaire for a multi-dimensional 
phenomenon (Field, 2009), I obtained permission to translate, utilise and adapt the TALIS 
questionnaire (see Appendix A). The permission was received on 11 June 2012 (see Appendix 
C).  
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The OECD questionnaire was created by cross-cultural experts to examine teachers’ 
perceptions of TE feedback. According to Porpora’s (2015) conceptualisation of social 
structure, the law-like/statistical relations of TE provide an extensive description of the 
behaviour within the Kuwaiti primary school. Therefore, I applied the TALIS questionnaire to 
investigate teachers’ perceptions in terms of: (1) TE feedback frequency and the evaluator’s 
position, (2) TE focus (accountability and PD), (3) TE outcomes (extrinsic and intrinsic 
incentives), and (4) TE impact (teacher satisfaction and fairness evaluation). The 
questionnaire measured feedback frequency directly by asking the participants how often they 
received feedback over a certain period of time. 
 However, determining the ‘latent variables’,12 focuses, outcomes and impact of the teachers’ 
evaluation was not a straightforward task. Consequently, ‘manifest variables’ were included 
in the questionnaire, each focussing on a particular factor (Field, 2009, p. 788). For example, 
answers to the questionnaire item ‘feedback appraisal contained suggestion for improving 
certain aspects in of my work’ may provide an indication of the focus of TE on teachers, 
while answers to the item ‘the appraisal feedback contained a judgment about the quality of 
my work’ indicates the tendency of TE to aim for accountability (OECD, 2009c, p. 4).   
4.10.3 Validity 
The term ‘validity’ is largely associated with the positivist view, as this paradigm advocates a 
single reality in which a valid instrument is capable of measuring the reality that the 
researcher intends to measure (Field, 2009). In this research, the questionnaire enabled 
participants to express their perceptions on the issue under investigation. It is a well-designed 
instrument built with familiar, unambiguous educational items that are largely related to the 
topic of TE. This is evidenced by its successful implementation in 23 countries and by its 
authorised and published findings. Moreover, according to the TALIS researchers, ‘based on a 
rigorous review of the knowledge, the survey should yield information that is valid, reliable, 
and comparable across participating countries’ (OECD, 2009a, p. 19). The items that are put 
to the participants comprehensively examine the teachers’ evaluation structure and the 
questionnaire is based on the two key purposes of TE: accountability and PD, both of which 
are agreed upon by researchers and educationists in most west-east contexts (Poster & Poster, 
1997; Middlewood, 2001; Dimmock & Walker, 2005; Bush & Middlewood, 2013).  
                                                 
12 Latent variable: a variable that cannot be directly measured but is assumed to be related to several variables 
that can be measured (Field, 2009, p. 788). 
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All the items of the original questionnaire were applied in order to examine the process of TE 
in Kuwait from an international perspective. In order to aid application of the questionnaire 
and to enhance chances of successful completion by teachers, the questionnaire was translated 
into Arabic (detailed in 4.10.4). Translation does not, however, provide a guaranteed solution 
to the issue of validity, since validity is context-specific (Griffee, 2001). Thus, I validated the 
translated questionnaire within the Kuwaiti context by verifying face, content and construct 
validity, as further explained in Section 4.10.5 below.  
Another integral point of validity is response rate. The questionnaire was applied to teachers 
and extremely busy educationalists. According to Grudens-Schuck et al. (2004, p. 2), 
incentives should be provided to encourage participation; however, in this research, the 
response rate of the questionnaire reached an appropriate 60% without offering any 
incentives. It appears that the respondents’ internal motives led to this response rate, which 
may show that they considered the research to be of significant importance. This ‘substantial 
response’ and high sample number decreases the ‘risk of invalidity’ (Bush, 2012, p. 83). 
4.10.4 Translation  
The language of the TALIS study questionnaire is English, while the mother tongue of the 
study population in Kuwait is Arabic. The questionnaire thus needed to be translated to ensure 
that the participants easily understood the questions without any ambiguity, and to allow them 
to fully express themselves in their own language. An expert in English-Arabic and Arabic-
English translation translated the questionnaire into Arabic, which was then reviewed and 
compared to the original. The translation had two objectives: first, to ensure that all the items 
of the original English version were included in the Arabic version so that the researcher 
could investigate TE in Kuwait from an international perspective; and second, to ensure that 
the translated version was recognisable for teachers in the Kuwaiti context. Thus, for 
questions that, for example, asked teachers to determine the frequency of feedback that they 
received from their evaluators, I modified the evaluators’ names into principal, deputy 
principal, head of department and supervisor, which are the actual terms for the evaluators’ 
positions in the current TE process in Kuwait. 
4.10.5 Pilot testing 
The pilot testing is a ‘preliminary step to the main study’ that provides the researcher with 
useful insights around the applicability and implementation of the method, as well as any 
other ambiguous content elements faced by the participants in the ‘words, instructions, 
meaning and demographic information’ (Edwards & Talbot, 1999, p. 41). Two questionnaire 
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copies, the original English language version and the translated Arabic version, were 
delivered to four primary school teachers of English (i.e. each teacher had an English copy 
and an Arabic copy). Each of the four teachers were then asked to give their opinion about the 
translation and about the version written in Arabic. A note was handed to all teachers 
illustrating the questions (Appendix D). 
Once the questionnaire copies were delivered to all respondents, the four teachers met and 
formulated a joint opinion on the questions. This made the task much easier in terms of 
identifying a common opinion, and was a valuable process for piloting the questionnaire, as 
shown in the teachers’ answers to the questions in Appendix D.   
The four teachers’ views were in agreement with the changes that had been made previously, 
concerning, for example, the change of terms for the evaluators’ positions to terms familiar 
for teachers in the Kuwaiti context. There was also a consensus on the terminology and 
wording of questionnaire questions, as well as on the options offered as answers. The 
questions were considered to be appropriate for the subject under study. The teachers had no 
suggestions for changes to the translated questionnaire, except for its cover sheet and some 
minor changes to the translation (Appendix D). I incorporated these suggestions into the 
Arabic version of the questionnaire (Appendix E). 
4.10.6 Reliability  
Reliability is a criterion for consistency and replicability of the measures in a study (Hartas, 
2010). In this research, before the full application of the translated questionnaire, four Kuwaiti 
primary school teachers were recruited to pick out any misunderstood words or terms in the 
questionnaire that might have led to inconsistent measurements (detailed in Section 4.10.5). 
Another common method to increase reliability is the use of alternative forms of measurement 
(Drost, 2011, p. 110) methodological triangulation (Bush, 2012, p. 77), which is discussed 
later in this section.  
Alternatively, the Cronbach Alpha coefficient is a common statistical formula for measuring 
internal reliability for a number of items within a questionnaire (Field, 2009). It aims to 
‘calculate the average of all split-half reliability coefficients’ (Bryman, 2012, p. 170). Table 
4.9 below highlights the Cronbach Alpha values for all subscales of the implemented 
questionnaire, arranged in the table in a similar manner to how they are listed in the 
questionnaire. Each subscale includes a number of dependent variables. 
As shown in Table 4.8, all values of Cronbach’s Alpha coefficient reached values greater than 
0.7, which is sufficient, while on the subscale of the teachers’ evaluation purposes, 
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Cronbach’s Alpha reaches only 0.382. This may be due to the fact that there are only two 
items in this factor, which reduces the value of α. Although the two items within the subscale 
measured the same factor, which is the purpose of TE, these purposes are very distinct, with 
the first item being ‘the appraisal or feedback contained a judgment about the quality of my 
work’ and the other item being ‘the appraisal or feedback contained suggestions for 
improving certain aspects of my work’ (OECD, 2009c, p. 12). The former is about 
accountability, while the latter refers to teacher PD. 
 
The subscales focus of TE Cronbach's 
alpha 
N of items 
Frequencies of TE .756 5 
Focus of TE feedback .922 17 
Impact of TE feedback on teachers’ careers .837 7 
Impact of TE feedback on teachers’ PD .891 8 
Purposes of TE (judgment about quality/suggestions for 
improvement) 
.382 2 
Teachers’ description of TE (fair/helpful) .791 2 
Impact of PD on job satisfaction/job security .863 2 
Teachers’ perception of the impact of TE on other teachers’ 
work 
.823 10 
Table 4.8: The values of Cronbach’s Alpha of the questionnaire subscales and number of items in each 
subscale 
It should be noted that due to time constraints I did not apply an actual pilot study, 
particularly after the four primary school teachers agreed on the familiarity of the translated 
questionnaire items for application in Kuwaiti primary schools. These teachers’ views enabled 
me to apply all the original TALIS questionnaire items. Nevertheless, I used triangulation and 
Cronbach’s Alpha coefficient, as they are considered key and common methods for checking 
reliability.  
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4.11 The Second Empirical Phase 
In the first quantitative phase, I polled teachers’ perceptions on their evaluation and the 
feedback that they received from their evaluators, specifically focusing on frequencies, 
impact, purposes and outcomes. Quantitative findings provide numerical, realistic readable 
data that provides a comprehensive description of teachers’ evaluation and may offer 
researchers the opportunity to predict facts, such as teachers’ perceptions on certain TE items 
according to their demographic characteristics (OECD, 2009a). That said, from a critical 
realistic position, a multi-methods approach is crucial to help uncover the reality, and to 
provide a detailed explanation of the TE conditions. Thus, in the second phase, interviews 
with both teachers and supervisors were conducted.  
The next subsections illustrate the theoretical framework on which the interview questions 
were based, and provide the rationale for choosing the selected feedback and expectancy 
theories.  
4.11.1  Theoretical framework 
In the present research, the aim is to explore the causal power of the TE structure in Kuwaiti 
primary schools, which enable or constrain teachers’ agency. In other words, the research 
seeks to determine whether the mechanism of TE provides real opportunities to motivate 
teachers to learn and to improve professionally. My theoretical framework consisted of: (1) 
motivational and adult learning theories, in particular, feedback and expectancy theories, and 
(2) Porpora’s (2015) CR conception of social structures (detailed in Section 4.5). Thus, the 
qualitative investigation focused on three key aspects: the mechanism of feedback provided 
by supervisors, the evaluators’ positions, roles and numbers, and intrinsic and extrinsic 
incentives. The following three subsections 4.11.2-4 illustrate the rationale of feedback in 
detail and expound upon expectancy theory and leadership characteristics. 
4.11.2 Feedback theory 
Feedback is considered to be an integral aspect in TE literature. The OECD (2009a) study 
considered some countries with a weak evaluation structure where teachers reported that they 
did not receive feedback (detailed in Section 2.12). Thus, the literature highlights the power of 
feedback to enable or constrain teachers’ agency (Hattie & Timperley, 2007), which means 
that exploring the content and mechanism of TE feedback can reveal the influences of the TE 
structure on teachers’ PD. In addition, Porpora’s (2015) CR conception of social structures 
illustrates the significance of repeated conditions in social structure, although the formal 
feedback that teachers receive from official evaluators may be a result of one or two 
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classroom observations. Nevertheless, empirical research highlights the various effects on 
teachers, such as satisfaction, frustration and motivation (Section 2.14).  
Ilgen et al. (1979, p. 352) built a multidimensional feedback model, as illustrated in Figure 
4.3, and considered the psychological processes affected by such a model. They identified 
four individual processes: ‘perception of feedback, acceptance of feedback, desire to respond 
to feedback, and the intended response’. To elaborate, the receiver’s views of, and reactions 
to, feedback are contingent upon his or her individual characteristics, the type of the message, 
and aspects pertaining to the origin of the feedback. 
 
 
 
 
 
 
 
 
Figure 4.3: Ilgen et al. (1979, p. 352) feedback model  
 
Tuytens and Devos (2011, p. 892) studied the importance of transformational and 
instructional leadership for the utility of feedback. In doing so, they built a conceptual 
framework based on Ilgen et al.’s feedback model (1979). Since their study focused only on 
the characteristics of leaders, they limited the detailed psychological processes of recipient 
behaviour to three main reactions; perceived feedback, intended response and actual response, 
as illustrated in Figure 4.4. 
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Figure 4.4: Feedback conceptual framework derived from Ilgen’s (1979) feedback modeln (Tuytens & 
Devos, 2011, p. 892) 
Since this research explores teachers’ perspectives on the implemented TE and investigates 
their behaviour towards the received feedback, teacher characteristics (age, teaching 
experience, education level, department and nationality) are all included as independent 
variables in the feedback model. As shown in Figure 4.5, these factors may influence 
teachers’ attitudes. 
 
 
 
 
 
 
 
 
 
Figure 4.5: Ilgen’s feedback model and research variables (1979, p. 352)   
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4.11.3 Expectancy theory 
Ilgen et al.’s feedback model clarifies the mechanism of TE feedback. Teachers’ responses to 
the feedback provided by their evaluators are influenced by the expected TE outcomes (i.e. 
bonus, career advancement, sanctions) and by teachers’ needs for recognition or PD. Based on 
25 years of research on human and work motivation, Locke (1991, p. 289) devised a series of 
motivational theories in a comprehensive sequence (as depicted in Figure 4.6), which 
illustrate the phases of motivations, starting with human needs and ending with satisfaction. 
Expectancy theory is situated at the centre of the sequence in ‘the motivational hub’. 
 
  
 
 
 
 
 
 
 
Figure 4.6: The motivation sequence (Locke, 1991, p. 289) 
 
Historically, the expectancy model was psychologically oriented. During the 1960s, Victor 
Vroom formulated the expectancy theory approach, which was specifically aimed at the work 
environment. Discussing adult motivation in the workplace, Vroom’s model was designed to 
predict satisfaction and has been used as a theoretical foundation for a number of studies in 
psychology, organisational behaviour and management accounting (Hoy & Miskel, 1996).  
According to expectancy theory, in order to motivate teachers, TE feedback should make an 
acceptable performance distinguished and appreciate teachers’ efforts. Thus, feedback should 
provide teachers with valued and appropriate outcomes. For instance, for short-term impact, 
feedback may provide teachers with helpful information during a post-observation 
conference. For the longer term, on the other hand, teachers expect that frequent positive 
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feedback on their performance will lead to promotion or monetary rewards, with the reward 
preference depending greatly upon the individual’s characteristics. 
Marchington & Wilkinson (2009, p. 459) concluded that according to expectancy theory, 
employees contemplate three questions: 
    ‘Can I perform at this level if I try? 
      If I do manage to perform at the set level, what are the consequences? 
      How do I feel about the consequences of the action?’ 
 
These questions were considered in the semi-structured interviews (see Appendix F), in order 
to examine whether teachers’ evaluation meets their expectations. Thus, motivation in this 
research is defined as ‘the driving force’ that teachers ‘use to achieve goals, in order to fulfil 
personal needs and expectations’ (Hartle, et al., 2002, p. 31). 
4.11.4 Leadership characteristics 
TE policy in Kuwait delegates the responsibilities for TE to three leaders: principals, heads of 
departments and supervisors. This hierarchical managerial accountability needs to be 
examined to ensure that teachers receive adequate support to improve their practice, and to 
explore their influences on teacher agency. According to educational theories, leadership 
characteristics are a key element in teachers’ evaluation. Both instructional and 
transformational theories focus on leaders’ role in helping teachers to improve professionally 
(Earley & Weindling, 2004, p. 15). Conversely, TE literature (detailed in Section 2.10) largely 
indicates that informal sources (i.e. peers and teachers themselves) are more influential on 
teachers’ PD than hierarchal evaluators (Santiago & Benavides, 2009; NEA, 2015a). From a 
critical realist perspective, Porpora’s (2015, p. 98) model considers that the ‘relation between 
social position and social construct’ shapes social structure. 
 Moreover, it could be argued that the interaction between evaluee and evaluator (social 
position) during the post-observation conference (social construct) can significantly influence 
teachers’ agency. Therefore, the interviews with teachers explored their perceptions of the 
evaluators’ roles and numbers, and the content of the feedback these evaluators provide 
during the post-observation conferences. 
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4.11.5 Interviews 
Many researchers agree that interviews are suitable for research in social studies and that they 
provide a mechanism to respond to the cognitive research questions of why and how (Ribbins, 
2007; Hobson & Townsend, 2010). Furthermore, interviews enable contact with the 
stakeholders who are directly involved in the research issue. It offers participants genuine 
opportunities to express their opinions and ensures that their perspectives are appreciated. As 
such, when compared with other research methods, interviews are considered to have ‘higher 
response rates’, regardless of the time, effort or cost involved in conducting them (Hobson & 
Townsend, 2010, p. 227). 
Epistemologically, the critical realist stance advocates the use of qualitative data, because this 
strongly contributes to the discovery of the reality of ‘people’s subjective experiences and 
attitudes’ (Peräkylä & Ruusuvuori, 2011, p. 529), which is one of the key aims of this 
research. Considering that ‘critical research is a means of empowering the oppressed’ teachers 
(Grogan & Simmons, 2012, p. 31), and considering that teachers are lower on the hierarchy 
than their evaluators, I felt it was important to investigate the teachers’ perspectives 
concerning the mechanisms of TE and whether it provides them with PD as intended (details 
in Section 5.4.1). 
I conducted the face-to-face interviews with twelve primary school Science teachers from 
four schools within the same district. Four supervisors from the same district and department 
were interviewed alongside the twelve Science teachers, which may provide ‘contradictory or 
overlapping perceptions’ (Rubin & Rubin, 2005, p. 67). The interview questions were based 
on the research objectives to investigate causal power within the mechanism of TE that 
influences teacher agency (Cohen, et al., 2013). However, from the previous part of the 
theoretical framework, three theories arise in addition to Porpora’s conceptions of social 
structure (detailed in Table 4.4), namely, feedback, expectancy and leadership (Sections 
4.11.2-4). These contribute largely to identifying the main components of TE structure. 
Semi-structured interviews are probably the most common type of interview (Coleman, 2012, 
p. 252). The interviews consisted of a combination of closed and open-ended questions, with 
the closed questions being quoted from the TALIS questionnaire. The open-ended questions 
were based on the theoretical framework as explained in Section 4.11 (see also the interview 
form in Appendix F). To conclude, Table 4.10 below lists the interview questions, focuses 
and their sources. 
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Structure 
entities 
  (Porpora, 
2015, p. 108) 
Source or 
theory 
Interview questions focus Type of 
question 
‘Law-like’/ 
statistical 
relations of 
TE 
Quoted from 
TALIS 
survey 
Frequencies of feedback and its 
sources (the evaluators and their 
positions)  
Closed  
Description of teachers’ appraisal in 
terms of the following: 
- Purposes (accountability/PD) 
- Fair/ helpful 
- Job satisfaction/ Security 
Closed 
and 
open 
ended 
‘Stable 
patterns or 
regularities of 
behaviour’ 
 
Ilgen et al.’s 
(1979) 
feedback 
model 
The mechanism of TE feedback that 
teachers received from their 
supervisors in the post-observation 
conferences 
 
Open 
ended 
‘Rules (or 
schemas) and 
resources 
(material or 
subjective) 
that structure 
behaviour’ 
Expectancy 
theory 
Impact and outcome of TE on 
teachers (monetary and non-monetary 
incentives) 
‘(Material) 
relation 
between 
social 
position and 
social 
construct’ 
Leadership 
theory  
- Characteristics of the feedback that 
teachers received from each of the 
evaluators (principal/head of 
department/supervisor) 
- Characteristics of having three 
evaluators in the process of TE in 
Kuwait  
Table 4.9: Interview questions focus and their sources 
 
4.11.6 Pilot study 
The pilot study for the second phase of the research was conducted to check the face validity 
of the interview instruments. Teachers and supervisors were asked to provide their opinions 
on ‘whether the questions asked look as if they are measuring what they claim to measure’ 
(Cohen, et al., 2013, p. 204). In addition to crosschecking the findings to examine the 
101 
 
reliability of the instrument, particularly for the closed questions, the participants’ responses 
to the open-ended questions may vary dramatically based on their own experiences. In light of 
this, the researcher’s task was not only to report the common responses, but also to highlight 
the concerns of all respondents (Bush, 2012). 
 
4.12 Documentation 
According to McCulloch, a document can be defined as ‘a record of an event or process’ 
(2013, p. 248). The current research investigated the texts of the current policies for TE in 
both Kuwait and England. Documentation is considered an integral part of educational 
leadership research, particularly when it comes to policies at the macro level (Fitzgerald, 
2012). For the current research, the TE policy provided a comprehensive awareness of the TE 
mechanism within state schools. Thus, Chapter Five highlights the significant role of the 
policy and compares the conceptual frameworks of TE policies in Kuwait and England, 
providing significant insights into TE in a developed country. 
The aim of the content analysis of the documentation is not only to collect data on TE policy, 
but also to allow for triangulating data with the questionnaire and interview findings, which 
are considered pivotal methods for validating data. Triangulation is a way to achieve 
trustworthiness and validity by comparing many sources of evidence to determine the 
accuracy of information or phenomena (Bush, 2012). 
Cohen et al. (2000, p. 113) examined four types of triangulation that are used widely in 
educational research, namely time, space, investigator and methodological triangulation. It is 
apparent that the first term of each concept represents the variable factor in the process. Scaife 
(2004, p. 72) distinguished two primary types of triangulation, namely ‘triangulation by 
procedure’ and ‘triangulation by researchers’, the use of which depends on whether the 
difference in data gathering is due to the researcher or procedure. 
‘Methodological triangulation’ and ‘triangulation by procedure’ have similar meanings, where 
the research tool is the variable. Moreover, many researchers have considered these forms of 
triangulation as the most powerful techniques for validity assurance (Cohen, et al., 2000; 
Scaife, 2004). As this research is a PhD thesis, it is necessary to thoroughly consider which 
approach is more appropriate for the context. For the current research, I have deemed it 
appropriate to adopt ‘triangulation by procedure’, and I have used three separate data sources, 
namely; (1) the teachers’ perceptions as expressed on questionnaires and in interviews, (2) the 
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supervisors’ perceptions as expressed in the interviews, and (3) documentary analysis of TE 
policies. I have analysed and interpreted the findings from each source separately and 
eventually merged the significant data from these sources in Sections 8.3-4. Data validation is 
provided in Table 8.1. Triangulation facilitates interpretations of the causal power that 
influences teacher agency within TE mechanisms in Kuwait without the risk of overlooking 
minor findings.  
 
4.13 Reflexivity 
Gall et al. (2007, p. 24), define reflexivity as the ‘focus on the researcher’s self as an integral 
constructor of the social reality being studied.’ This focus may diminish or flourish in the 
positivist or interpretivist approaches respectively. As far as the current research is concerned, 
I applied the mixed methods approach, particularly since the influences of the researcher’s 
assumptions, beliefs and biases seem to be unavoidable in the qualitative phase. These 
influences stem from prolonged engagement with and experience in the process of teachers’ 
evaluation in Kuwait.  
In my personal experiences as a teacher, goals revolved around securing students’ 
achievement and the evaluators’ satisfaction. Furthermore, the supervisor position is deemed 
to be highly privileged within the education domain and, although this position brings a well-
respected and influential voice within the school, it also carries the burdensome task of rating 
teachers in summative reports at the end of each school year. This, in itself, can be a relatively 
painstaking process, requiring the strictest of confidentiality 
As a teacher, there were times when I had constructive meetings with my evaluators, in which 
I agreed with many of their views. The generative mechanism of teachers’ evaluation may 
counteract the achievement of teachers’ PD, partly due to the policy restricting teachers’ roles. 
Once I had reviewed the literature and theories on TE, research paradigms and method 
convinced me to adopt a critical realist stance to uncover any problematic restrictions in the 
teachers’ roles within the practices of PD in Kuwaiti state schools. 
My topic selection shows clear bias. I picked a topic that is familiar to me and that I, 
therefore, already had opinions on. Moreover, as a former teacher and current science 
supervisor, I am a member of the population I am studying. I did, however, endeavour to 
separate my two roles as a researcher and as an insider for the current research (Kanuha, 
2000). In particular, when conducting interviews with teachers, I did not want my supervisory 
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position to have an effect on their opinions. My aim was to ‘develop trust with participants’ 
(Creswell & Plano Clark, 2011, p. 99), and to eliminate any sort of power differential between 
us, to allow them to express their own perspectives. However, spending some time away from 
schools for about four years mitigated such worries, as I no longer felt any supervisory 
responsibilities, although my previous supervisory position did allow me easy access to 
schools and supervisory departments. 
My choice of research design also shows bias. I adopted a quantitative method during the first 
research empirical phase. Given my background as a physics teacher, I am inclined towards 
quantitative methods, however, this does not conflict with other research on TE, where 
quantitative methods have been common (e.g. Tuytens and Devos, 2011, and Delvaux, et al., 
2013). In order to provide an extensive and rich explanation for the practices of PD in Kuwait, 
the quantitative work was followed by interviews in the second phase of the research. 
As this current research is concerned with revealing the causes that constrain teachers’ 
agency, the perceptions of the participating teachers have been analysed with the utmost 
transparency and credibility. The perceptions of all the teachers and supervisors were taken 
into account, with none of the data left out. Chapter Seven presents the complete interview 
findings, while Chapter Eight provides the discussion that arises from the findings from the 
questionnaire, the interviews, and the documentary analysis of the conceptual TE policy in 
Kuwait and England. For the interpretation of the findings, quotes from teachers and 
supervisors were used extensively to provide further transparency and to emphasise the 
contributions of the participants.  
 
 
4.14 Ethical Considerations 
Ethics is defined as the ‘moral principles that govern a person’s behaviour or the conducting 
of an activity’ (Oxford Dictionary, 2015, p. 130).13 For me, both personally and 
professionally, these principles stem, primarily, from a personal, religious background, and 
my own moral values, which ensure that this research was conducted as faithfully and 
honestly as possible. Within any research process, the issue of ethical considerations occupies 
a central position. These considerations initially take place when accessing information and 
                                                 
13 For ‘ethics’, the term Akhlaq can be used as the appropriate translation in Arabic. As for ‘work ethics’, the term 
is much broader than that, since the field is multi-dimensional and refers to different realms of life, including 
social, political and economic realms. Islamic work ethics can refer to a number of values or a system of beliefs 
that stem from the Qur‘anic and prophetic Sunnah in relation to professionalism at work and working hard. In 
terms of hard work, the prophet says ‘Allah verily likes if one of you does his job thoroughly and proficiently’ ( 
Ahmad & Owoyemi, 2012).   
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obtaining consent. However, it also comprises the ‘appropriateness of topic, design, methods, 
[and] guarantees of confidentiality’ (Cohen, et al., 2013, p. 83). The previous sections 
provided the rationale for applying the CR paradigm (Section 4.5), the research design 
(Section 4.6) and methods (Section 4.7-11). In addition, I provided an analysis of the potential 
biases in conducting my thesis in Section 4.13 (Reflexivity). 
Furthermore, by adhering to the British Educational Research Association’s Ethical 
Guidelines for Educational Research, I assumed certain responsibilities towards the 
participants, the sponsors of the research, the community of educational researchers and 
educational professionals, the policy makers, and the general public (BERA, 2011). I have 
thoroughly reviewed these guidelines and have followed their guidelines wherever they have 
been applicable in this present thesis.  
For this research, every teacher within the chosen primary schools was given the opportunity 
to participate, regardless of their demographic descriptions. Participation in the questionnaire 
and interviews was completely voluntary, and no incentives were provided. The response rate 
for the questionnaire was almost 60%. Moreover, in both the questionnaire and interview 
stages, consent of the participant was sought before any involvement in the actual research 
took place. During this process, I included a cover page, providing details of the main purpose 
of the research, the importance of the respondents’ participation, the assurance of anonymity 
throughout the entire process, data confidentiality, and the right to withdraw at any time 
(Appendices B & F). In addition, both of the questionnaire and interview forms were 
translated into Arabic (Appendices E &H) (detailed in Section 4.10.4), and face validity was 
applied by the teachers and supervisors from the same context in order to enhance the 
transparency of the research instruments employed (detailed in Sections 4.10.5 & 4.11.6). 
During the interview, participating teachers were asked to describe the feedback they had 
received from their evaluators. This was another aspect of the interview stage that needed to 
be taken into account, as their answers could, potentially, place them in a vulnerable position. 
To resolve any potential issues with specific regard to this question, the decision not to use a 
tape recorder was made, and the confidentiality and anonymity of the process was re-
emphasised with each participant. In addition, I assured each participant that the data 
collection was secured and would be used only for the purposes of this specific research.  
Throughout the data collection and analysis, teachers and supervisors were referred to by 
numbers (1, 2, 3, etc.). As such, all the data was anonymised and stored in secured filestores 
in the Remote Application service (RAS) within the IT service provided by Newcastle 
105 
 
University. Access to these filestores can only be gained through the use of a personal ID and 
password combination, thus making the data collection secure. 
It should be said that prior to conducting the empirical research, the interview schedule and 
timetable of the researcher was made available to a colleague, so that at any given time, the 
location and activity of the researcher was known. In addition, to ensure safe access for the 
researcher to all the governmental schools involved, approval for the research design and 
approach was obtained from my research supervisor. This was provided in letter form which 
was then used in an introduction to the MoE. From this introduction, authorisation letters 
were then obtained from the MoE itself. The questionnaire (Appendix E) and interview 
(Appendix H) forms were stamped and approved to be applied in the field, with full consent, 
by the MoE and local districts.  
 
4.15 Summary 
This chapter has provided an overview of the philosophical assumptions when conducting TE 
research within the post-positivist, constructivist and pragmatist paradigms. It outlined the 
rationale for adopting a critical realist paradigm, summarised in two main points: first, the 
critical realist ontological and epistemological perspectives facilitate an effective 
understanding of the phenomenon of PD, and second, CR is an appropriate paradigm to meet 
the main aims of the research, proposing changes and improvements to enhance PD in Kuwait 
in terms of teacher PD (Egbo, 2005). The chapter has provided the rationale for applying 
mixed methods design and comparative analysis of the TE policies in Kuwait and England. 
The mixed methods design and the comparative analysis provide extensive and intensive data 
to identify constraints on and enablement of the TE structure on teachers’ agency and these 
methodologies contribute to explaining the stratified realities in complex open educational 
social activities (Sayer, 1992; Bhaskar, 1993).  
The chapter described the theoretical framework, which is built on feedback and expectancy 
theories, and which draws on Porpora’s (2015) conceptualisation of social structure (detailed 
in Section 4.5). It focussed on the mechanism of feedback provided by supervisors, the 
evaluators’ positions, roles and numbers, and intrinsic and extrinsic incentives.  
The chapter also provided justification for data validation. For the quantitative data, I applied 
a well-designed TALIS questionnaire and I validated the translated questionnaire within the 
Kuwaiti context by verifying face, content and construct validity. In addition, I conducted a 
pilot study and triangulated the data from the interview findings. For measuring the internal 
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reliability for the questionnaire items, I applied the Cronbach Alpha coefficient. Finally, the 
chapter concluded with ethical considerations. The next chapter provides the findings from 
the comparison of TE policies in Kuwait and England. 
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Chapter Five: A Comparison of TE Policies in Kuwait and England 
 
5.1 Introduction 
This chapter focuses on specific TE policies. Researchers have confirmed that TE policy often 
guides practices in schools regarding both PD and accountability (Danielson & McGreal, 
2000; Middlewood, 2001). Porpora’s (2015) conceptualisation of social structure, which is 
outlined in Table 4.4, highlighted the significance of rules and resources in enabling or 
constraining teacher agency. This chapter provides a comparative conceptual analysis of TE 
regulations in Kuwait and England. The comparison is based on Bereday’s (1966) model, as it 
is considered the most appropriate approach for comparative studies (Bray, et al., 2007). The 
model emphasises the need for an understanding of the underpinning cultural factors as part 
of the comparative process. Chapter Three identified and discussed the relevant 
cultural/economic factors in both Kuwait and England.  
This chapter starts with a definition of policy in general from two perspectives; as a tool for 
problem solving and as a process. Thereafter, attention is turned to teachers’ evaluation 
policy, and the global and economic factors that influence trends in the development of TE 
policies are identified and evaluated. 
 
5.2 Policies on Teacher Evaluation  
There are three main interactive factors that can underpin TE outcomes: ‘technical, 
organisational and political’ (Darling-Hammond, 1990, p. 19). Technical factors include all 
the procedural steps taken in the implementation of the process, such as evaluation methods, 
evaluators’ positions and their expertise, sources of feedback, and the role of the teachers. 
Organisational factors determine the control and monitoring of performance reviews, the level 
of centralisation in decision making, and the distribution of rewards. Governments in most 
countries are responsible for funding local schools and education is one of the fundamental 
responsibilities of any administration. Political considerations, therefore, inevitably, come 
into play in any decision making processes that involves ensuring teacher effectiveness and 
consequent increases in student achievement (Danielson & McGreal, 2000).  
The definition of a policy concept is based on two theories. The first is ‘problem-solving’, 
which concentrates on the policy-maker’s efforts to provide solutions for certain problems. 
However, there are two limitations to this approach: the ‘socio-cultural dynamism’ of the 
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policy process is neglected, and this is in addition to the ‘over-determinism’ of policy actions 
that comes with it (Nudzor, 2009, p. 85). The second theory considers policy as a process, 
steered by the social agencies in the educational domain, and guiding the primary steps in 
constructing a policy (ibid.). In terms of the conceptualisation of a robust and pragmatic 
policy, both approaches should be considered. In this research, TE policy is defined as a 
process which is ‘fraught with choices, and involves adopting certain courses of actions while 
discarding others’ (Rui, 2007, p. 261), aimed at providing solutions and alternatives for the 
technical and organisational frameworks of TE. 
Global and economic agendas influence national TE policies. An example is the emergence of 
international student assessment, which started in the early 1960s, with the International 
Association for the Evaluation of Educational Achievement (IEA) conducting the first study 
amongst 10,000 students from 12 education systems. Since 1999, the OECD has also 
conducted a series of international assessments (Pelgrum, 2011, p. 271; IEA, 2011). 
These standards offer a comparative approach to the competencies deployed across a 
globalised world which, in turn, may incentivise countries, particularly industrial and 
developed ones, to regularly revise and reshape their policies in relation to TE. For instance, 
Germany launched mandatory performance tests as a reaction to unsatisfactory results in two 
international assessments, TIMSS and PISA, in the early 2000s. Professional feedback was 
provided to schools and teachers in relation to their students’ performance on mandatory tests. 
A study by Maier (2010) revealed that Maths teachers in two German secondary schools felt 
the feedback they received was helpful and beneficial. However, state mandatory testing 
methods have been used in both the UK and the USA for a long time and confirm that  
globalisation accelerates the transformation of policies before reaching the national context 
(Rui, 2007).  
With respect to economic factors, policy-makers ‘have been driven by a neo-liberal business’ 
model, due to the overwhelming success of the private and economic sector in minimizing 
expenses, whilst preserving a high standard of quality for their global productions (Larsen, 
2005, p. 301). Economists have stated that solving public educational enterprise deficiencies 
could be achieved by adapting businesses strategies, and not vice versa (Bottery, 1989). 
Researchers illustrate two main manifestations of economic globalisation influence on TE 
policies. The first of these is the adoption of ‘performativity’ culture that now ‘pervades 
teachers’ work’ (Jeffrey, 2002, p. 531), and within which TE is considered a significant tool. 
A substantial element of TE policy is oriented towards public accountability goals, based on 
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the assessment and judgement of teacher performance, and is often related to PRP. Secondly, 
a concept of standardised, efficient, teaching practices is currently utilised in the UK and the 
USA. The policy can be described as ‘the authoritative allocation of values’ (Easton, 1965, p. 
3) but these trends add further pressures on teachers to fulfil defined standards and values. As 
a result, the policy may stifle the creativity of teachers’ practices, and create ‘prisons of 
constraint’ for teachers or evaluators who lack confidence in their own abilities, as discussed 
in Section 2.6 (Day, 1999, p. 98).  
Nevertheless, global competition contributes positively, in the sense that it raises the interest 
of countries in adopting a philosophy of continuous quality improvement, and in raising 
teachers' effectiveness (OECD, 2013). Nationally, politicians strive, to the best of their 
abilities, to implement successful policies, which could both serve their political needs ‘such 
as presenting themselves to voters’, as well as achieving improvements in standards 
(Ayoubkhani, et al., 2010; Alexander, et al., 2010, p. 458). Policy can be seen, in addition, as 
‘a form of intended and actual social action’ (Blackmore & Lauder, 2011, p. 190).  
In the educational field, there is a prolonged period between the stages of launching a policy 
and implementing it in classrooms and schools, both in actual time and in changing 
organisational attitudes to the point where the policy can be successfully applied. In the 
intervening period, teachers and evaluators may misunderstand the intended goals, retain 
affinity with the ‘terminated’ policies, and continue adhering to their previous practices. 
Consequently, they may hinder the achievement of the genuine goals of PD that are part of TE 
policies (Rui, 2007, p. 247).   
A key focus of this research is to evaluate teachers’ perception of TE as implemented in the 
Kuwaiti context. An understanding of the TE policy is essential at this stage of this research. 
Although educational policies, at any level, cannot be seen in isolation, how they are reshaped 
as a result of the interaction with the global and economic trends explained above is a 
particularly pertinent area for investigation. Accordingly, economic factors and organisational 
style in each country has been dealt with in Chapter Three.   
Educational policy is multi-dimensional, with Ball (1993) effectively examining it from two 
perspectives; ‘policy as text’ and ‘policy as discourse’. ‘Policy as text’ includes all formal 
written communications in any format, which developed countries usually spread via well-
established official websites, while others circulate manually for, and through, school 
principals. These written materials will undergo multiple revisions, so that the public can 
receive a comprehensible version. However, there is a consensus amongst researchers that 
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‘policy as text’ is open-ended and undetermined (i.e. not finalised or subject to revision) 
(Larsen, 2005). As such, it is still open to different interpretations from agencies and policy-
makers themselves (Ball, 1993; Gasper & Apthorpe, 1996; Rui, 2007; Blackmore & Lauder, 
2011). 
‘Policy as discourse’ is even more interpretative than text because it is an ‘ensemble of ideas, 
concepts and categories through which meaning is given to phenomena’ (Gasper & Apthorpe, 
1996, p. 2). In addition, discourse represents the application of policy as text in different 
situational contexts, and ‘sees policy as part of a wider system of social relations’ (Blackmore 
& Lauder, 2011, p. 191). Hence, researchers who are concerned with developing policies will 
use discourse analysis to compare the intended normative text policy and what is actually 
achieved in the field, as well as proposing alternatives to suit the social-economic context 
(Luke, 2002). 
 
5.3 A Comparison of TE Policies in Kuwait and England 
Due to global and economic influences, comparative studies of educational policies are 
‘progressively oriented toward training needs and skill development strategies’ (Rui, 2007, p. 
257). The present research provides a comparison of the conceptual framework in a developed 
country, England, and a developing country, Kuwait, and will add a new perspective to TE 
research findings. The analysis begins with a description of the formal, static, and linear 
elements of the TE process within each context. This provides a limited explanation upon 
which to build a clear ‘structural-functionalist model’ (Dimmock, 2007, p. 285). To provide 
an explicit understanding of the mechanism of TE in Kuwaiti, a mixed methods approach is 
applied to examine teacher and supervisor perceptions on TE purposes, frequency, focuses 
and impact, and will contribute towards enriching the research with informal data from 
relevant sources.  
This research employs Bereday’s (1964) model for comparative education studies, since it 
‘has been widely cited and appreciated’ (Bray, et al., 2007, p. 363). The model consists of 
four phases: ‘description, interpretation, juxtaposition, and simultaneous comparison’ 
(Manzon, 2007, p. 87). The next section begins with a description of TE policies in both 
Kuwait and England, within significant parameters that are detailed in Section 5.4. They are 
presented in a tabular format to illustrate the juxtaposition between the two policies and 
regulations for each key point. This presentation identifies the points of similarities and 
differences in the two contexts. Bereday’s (1964) model indicates that the interpretation phase 
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is concerned with the investigation in terms of the ‘economic [and] social’ factors, which 
underpin certain notions of what is under investigation in this study. These factors are 
highlighted in Chapter Three, as they are the major factors influencing the praxis of TE 
policies because they occur between teachers and evaluators. The contention as to the 
importance of these factors is also to be found in Dimmock and Walker (2005) and Jeffrey 
(2000). 
5.4 Comparative Analysis of the Key Elements of TE Policies in England and 
Kuwait 
To enable cross-cultural research, common parameters or concepts within the contexts under 
investigation are a prerequisite for a comparison paradigm (Manzon, 2007). Researchers of 
TE policies indicated key factors in a TE policy as being: purposes, evaluators, teachers’ 
standards, setting appraisal objectives, methods, frequency of evaluation, summative 
evaluation and rating, impact on PD, consequences of accountability, and responses to the  
underperformance of teachers (OECD, 2009a; Santiago & Benavides, 2009; Isore, 2009). 
In the next sections, a comparison between the TE policies in Kuwait and England is outlined, 
based on a review of the current policies as published in the official written documents 
produced by the DfE in England and the MoE in Kuwait. The focus is on identifying the 
similarities and differences between the two policies.  
5.4.1 Purposes of TE policy 
England Kuwait 
- Appraisal is ‘a supportive 
and developmental process 
designed to ensure that all 
teachers have the skills 
and support they need to 
carry out their role 
effectively’; it helps ‘to 
ensure that teachers are 
able to continue to 
improve their professional 
practices’ (DfE, 2012a, p. 
4). 
 
- ‘TE is a tool used to help us ascertain the level of effort 
exerted and the accomplished performance in achieving the 
goals of the institution. In addition, it is used to identify the 
problems and obstacles that hinder the achievement of such 
goals (so as to avoid them), to raise the level of 
performance and to improve the outcomes’. 
- ‘The success of any institution is contingent on the ability 
of workers, in terms of bringing about change, developing 
the pre-set plans, as well as achieving the goals.’ 
- ‘The teacher performance evaluation aims to accurately 
and objectively monitor the employee's performance 
throughout the academic year’ (MoE, 2011, p. 6). 
Table 5.1: The general purposes of TE policies in England and Kuwait  
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TE policy in England includes a limited, concise, articulated statement of goals, centres solely 
on teachers’ PD, and comprises components that prioritise the individuals’ needs for support 
and development. It emphasises that continuous improvement can be achieved through a 
formative process.  
In contrast, the aims of the Kuwaiti TE policy is comprised of three main points articulated in 
Table 5.1. The first two standards focus specifically on organisational needs, such as the 
mechanisms for quality assurance and pre-set institutional goals. However, the last point of 
the three indicates the formative nature of evaluation throughout the year. A major difference 
between the two policy documents is that the English statements, aims and regulations are 
specific to teachers, whereas the Kuwaiti aims are for all workers in the MoE.        
 
5.4.2 Teachers being assessed 
England Kuwait 
TE regulations apply to all teachers 
employed by the school or LEA, except for 
the following: 
 1- Teachers undergoing an induction period 
(i.e. Newly-Qualified Teachers (NQTs). 
2-Teacher employed for less than one 
school term. 
3- Teachers who are subjected to capability 
procedure (DfE, 2012b).  
TE regulations are applied to all teachers 
employed by the MoE (2011). However, the 
summative appraisal does not apply to a 
teacher who has only worked for less than 
100 days without holidays (Civil Service 
Council Resolution 36/2006). 
 
Table 5.2: Teachers assessed in the TE policies in England and Kuwait 
 
There are similarities between the TE policy in both England and Kuwait, since evaluation 
applies to all teachers. In addition, the final assessment does not apply to newly appointed 
teachers with less than 100 days in Kuwait and less than a term in England. 
 
5.4.3 Evaluators 
England Kuwait 
- The head teacher is 
responsible for appraising 
teachers in their schools.  
Responsibilities of TE are shared between three official 
evaluators, as follows: 
113 
 
 - The governing body is 
responsible for ensuring 
the head teacher’s duties 
are complete, thus it is 
involved indirectly in 
ensuring the teacher 
appraisal process takes 
place (DfE, 2012a). 
 
- The school principal is responsible for evaluating all 
schoolteachers, and may delegate some of these duties to the 
deputy principal. 
- The head of department is responsible for evaluating all 
teachers in their department. 
- Supervisors (external evaluator) from the local district are 
responsible for evaluating a number of teachers, particularly 
those sharing the same specialism as themselves. 
(All three parties contribute to the summative evaluation, 40% 
for each principal and supervisor, 20% for the head of 
department, of the total result) (MoE, 2011).   
Table 5.3: The evaluators in TE policies in England and Kuwait 
 
There are certain similarities in both cases in terms of the positions held by evaluators. The 
responsibility for evaluating teachers rests with the line manager, in England (this can be the 
head teacher, though normally only in smaller schools), and it is the head of department in 
Kuwait. However, the crucial difference between the two policies lies in the fact that in 
Kuwait, there are three official evaluators as described in Table 5.3, while in England it is the 
responsibility of the head teacher, who is, in theory, closely monitored by the governing body. 
Further differences lie in the fact that, in England, the TE process takes place entirely within 
the boundaries of the school. The head teacher is responsible for the provision of an 
evaluation plan within the general framework of the proposed evaluation policy. The 
regulations suggest that the head teacher should ‘consult staff on their appraisal and capability 
policies’ (DfE, 2012b, p. 3).  
 
5.4.4 Teachers’ standards 
England Kuwait 
- The following are the stated 2012 Teachers’ 
Standards, divided into two parts: 
‘Part one: Teaching 
A teacher must: 
1- Set high expectations which inspire, 
motivate and challenge pupils. 
2- Promote good progress and outcomes by 
pupils. 
The following are the translated stated 
2012 teachers’ standards in Kuwait. 
‘First: elements of individual 
performance efficiency: 
- School attendance. 
- The volume and accuracy of work. 
- Taking responsibility and the ability to 
act. 
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3-Demonstrate good subject and curriculum 
knowledge. 
4- Plan and teach well-structured lessons.  
5-Adapt teaching to respond to the strengths 
and needs of all pupils. 
6- Make accurate and productive use of 
assessment. 
7- Manage behaviour effectively to ensure a 
good and safe learning environment. 
8- Fulfil wider professional responsibilities. 
 
Part two: Personal and Professional 
Conduct 
1-Teachers uphold public trust in the 
profession. 
2-Teachers must have proper and 
professional regard for the ethos, policies and 
practices of the school in which they teach, 
and maintain high standards in their own 
attendance and punctuality. 
3-Teachers must have an understanding of, 
and always act within, the statutory 
frameworks which set out their professional 
duties and responsibilities’ (DfE, 2013e, p. 
10). 
- Compliance with the administrative 
instructions and regulations. 
- Maintenance of public property. 
- Commitment to professional ethics. 
- Mastery of the scientific material. 
 
Second: elements of collective 
performance efficiency: 
- The level of cooperation with colleagues 
and team members. 
- The level of knowledge and skills 
transfer to others. 
- Familiarity with the general educational 
goals. 
 
Third: elements of personal ability 
efficiency: 
- Appearance and adherence to appropriate 
professional conduct. 
- Openness to criticism and suggestions. 
- Ambition and dedication to self-
development’ (MoE, 2011, p. 4). 
 
Table 5.4: Teachers standards in TE policies in England and Kuwait 
 
It is clear from Table 5.4 that both the TE policies in England and Kuwait include specific 
national teacher standards that describe what each teacher is expected to achieve and which 
practices they must apply in their work that can, subsequently, be observed and measured by 
evaluators (MoE, 2011; DfE, 2013e). However, there are significant differences in the content 
and priorities in each context. In England, the standards are divided into two main sections; 
Teaching, and Personal and Professional Conduct. In both sections, the main focus is on 
pupils learning and teaching practices. It is clearly learner-centred, as most elements refer 
directly to pupil learning and teaching practice. In contrast, the Kuwaiti teacher standards are 
teacher-centred. For example, the first section, as shown in Table 5.4, refers to ‘elements of 
an individual’s performance efficiency’, which focuses on teachers attendance and 
commitment to their administrative obligations. There is no reference to pupil learning. In 
England, the attendance element has been positioned at the end in the list of standards, 
possibly due to the fact that commitment in working hours is a defined matter, as teachers are 
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expected to adhere to school attendance regulations. However, in recent years, the MoE in 
Kuwait has been experiencing severe levels of absenteeism amongst teaching staff of up to 
30% in some districts, which has had a negative impact on the educational process (MoE, 
2014). It can be concluded that one of the priorities of choosing certain standards is to resolve 
the current absenteeism problem.  
Some researchers describe the need to understand the context and circumstances pertinent to 
the country where the TE policy is applied. They argue that any attempt to reproduce the 
evaluation system of another country, regardless of how developed it is, is not necessarily 
adaptable to new environments (Dimmock, 2007; Bush & Middlewood, 2013). However, 
learning about other systems is important, particularly in terms of providing researchers with 
an opportunity to understand reality in their respective communities, and in order to compare 
this with what has been achieved elsewhere (Bray, et al., 2007). 
It is evident from Table 5.4 that another key point is that teaching standards in Kuwait are 
heavily focused on administrative matters and compliance with administrative instructions 
and regulations, while the English standards direct teachers’ attention to the management of 
their classes as expressed in the injunction to  ‘manage behaviour effectively to ensure a good 
and safe learning environment’.   
 
5.4.5 Setting TE objectives 
England Kuwait 
- The head  teacher must ‘(a) inform the 
teacher of the standards against which the 
teacher’s performance in that appraisal 
period will be assessed; and (b) set 
objectives for the teacher in respect of that 
period’ (DfE, 2012a, p. 3). 
- An agreement is reached about the 
objectives set between teacher and head 
teacher, and the objective should contribute 
to the school’s educational improvements 
(ibid.). 
- At the beginning of the school year, 
supervisors review the general curricular 
aims and the subject objectives with 
teachers (Al-Khayat & Dyab, 1996).  
- Every teacher is accountable for writing 
the objectives for each lesson prior to 
teaching their class. The evaluators assess 
teachers’ practices against lesson objectives 
during the classroom observation (ibid.).    
Table 5.5: The TE objectives in England and Kuwait  
 
There are fundamental differences in the process of setting TE objectives between Kuwait and 
England. In Kuwait, the process of setting TE objectives does not exist in any real sense. It is 
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limited by the initial exploratory visit conducted by the supervisors to the schools, during 
which they review the pre-set national curriculum objectives, normally detailed in the  
teacher’s guide for every subject (e.g. Maths, Science and English) (Al-Khayat & Dyab, 
1996). Nonetheless, some supervisors may add other objectives, such as involvement in extra-
curricular activities, such as scientific competitions which are held yearly at district or 
ministerial level. Al-Yaseen and Al-Musaileem’s study (2015) revealed that 90.4% of teacher 
participants did not have the right to choose these activities. This can be accounted for by the 
high degree of centralisation in decision-making in the educational system in Kuwait (Al-
Sane’, et al., 2011; Winokur, 2014).  
In contrast, in England, there is a genuine stage of setting appraisal objectives at the beginning 
of the TE cycle for every teacher. The head teacher and teacher come to an agreement on 
objectives, in terms of performance, but these objectives may be modified depending on   
school goals (NASUWT, 2013). The policy clearly states that teachers are to be informed of 
any changes to what has been agreed (DfE, 2012a). Setting appraisal objectives 
collaboratively fits in with the importance of differentiating between teachers’ effectiveness, 
taking into account teaching experience, skills, and the characteristic of pupils and subjects. It 
is seen as imperative that any system takes into account ‘the professional aspirations and 
interests of the teacher’ (NASUWT, 2013, p. 1). These practices contribute to providing 
context-bound evaluation (Campbell, et al., 2003).  
 
5.4.6 Evaluation methods and frequencies 
England Kuwait 
- Classroom observation is the main method 
for evaluating teachers, also teachers can be 
observed undertaking their responsibilities 
outside classroom.  
- Observation frequency ‘depend[s] on the 
individual circumstances of the teacher and 
the overall needs of the school’ (DfE, 
2012b, p. 7). 
- Two types of observation can be applied; 
formal observation - carried out by the head 
teacher or other leaders and may be in the 
form of a drop in. The second pertains to 
peer observation by those with Qualified 
Teacher Status (QTS) (ibid.).    
 
- Classroom observation is the main 
method, teachers can be observed 
undertaking extra-activities outside the 
classroom. 
- Three official evaluators, principal, head 
of department, and the supervisor; each 
taking a minimum of two classroom 
observations during the academic year. 
- There are two types of classroom 
observation, the formal, conducted by 
official evaluators and peer review 
conducted by colleague teachers, these 
observations are recorded in an official 
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document and considered one of the main 
responsibilities of the head of department. 
Table 5.6: Evaluation methods and frequency within TE policies in England and Kuwait 
 
In both cases, classroom observation is the main method for evaluating teachers. It is also the 
most common method used in the majority of national TE policies (Santiago & Benavides, 
2009; Isore, 2009). Table 5.6 illustrates that official evaluators and peers are accountable for 
the classroom observations they conduct. However, the TE regulations in England specify the 
conditions under which this peer review should take place. Such requirements are not 
specified in Kuwait, where it is the head of department’s responsibility to document the 
registration of the peer review, as it is considered as essentially a method for developing 
teacher PD. 
The key difference is the frequency of formal classroom observations. In Kuwait, both 
supervisor and principal must conduct at least two observations during the academic year. In 
addition, the head of department conducts at least four observations. TE policy in England 
allocates only one official evaluator, the head teacher, and the frequency of observation is 
linked to the feedback provided to teachers as detailed in Section 2.12. 
 
5.4.7 The teacher evaluation period 
England Kuwait 
- The appraisal period is twelve months, 
while for teachers who are employed for a 
fixed term contract or less, then ‘the length 
of the period will be determined by the 
duration of their contract’ (DfE, 2012b, p. 6) 
 
- The policy model proposes that the 
appraisal period may be shorter or longer, 
depending on the individual circumstances 
of their employment timing (ibid.). 
-  ‘The Teacher performance evaluation for 
each completed school year which starts in   
September and ends on August 31 of the 
following year’ (MoE, 2002, p. 3). 
- The summative appraisal does not apply to 
a teacher who has worked for less than 100 
days without vacations (Civil Service 
Council Resolution 36/2006) (ibid.). 
 
 
Table 5.7: The TE period in England and Kuwait 
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There are similarities between the appraisal periods used in each country, in that the TE 
cycles last for one year. At the end of this period, the summative report is prepared. A year-
long period is often the preferred duration for many of the evaluation policies used in different 
countries. For example, as pointed out in the report issued by the National Council on Teacher 
Quality, all US states apply an annual evaluation for teachers (NCTQ, 2014). Table 5.7 
illustrates flexibility in the evaluation period in England according to school circumstances 
and teachers’ contracts. However, in Kuwait it is a fixed policy defined by the minister and 
teachers with less than 100 working days not evaluated. 
 
5.4.8 Summative evaluation and rating 
England Kuwait 
- At the end of each 
appraisal period, the teacher 
is provided with a written 
report, which includes the 
following: 
- An assessment of the 
teacher’s performance 
against the relevant 
standards and objectives 
that should contribute to the 
education of pupils in 
school. 
- An assessment of 
teacher’s PD needs and 
measures to address these 
needs.   
- Where relevant, 
recommendation for pay 
progression, which needs to 
be made by the 3rd October, 
for teachers (DfE, 2012a). 
 
- All teachers are provided 
with an annual written 
report at the end of the 
appraisal period (ibid.).  
 
- The teacher summative performance evaluation report 
consists of three sections  
Section one - The head of department mid-year 
evaluation: 
- The head of department makes a record of their 
preliminary observations on the TE form during the first half 
of the academic year and then forwards it to the school 
principal to add his/her opinion. The evaluation form is sent 
back to the head of department to use in teacher 
performance follow-up until the end of the evaluation 
period. 
Section two: 
- This includes factual information about the teacher, 
including training courses, holidays, leave and absence, in 
addition to the offenses and penalties (if any), issued against 
the employee during the school year. 
Section three –  consists of two parts: 
- Part 1: contains three key factors in the evaluation of 
teacher performance, individual performance, collective 
performance, and personal ability. 
- At the end of May, evaluators assess teachers using a 
numerical grading system with an assurance of accuracy and 
credibility during the marking stage. 
- The general grading scale is, 90 and more, Distinction; 75-
89: Very Good; 55-74: Good; and 54 or less: weak).  
- The recommendations of the school principal and 
supervisor are recorded, and in due course so is any decision 
of the Personnel Committee (MoE, 2011). 
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-The final reports are highly confidential and teachers have 
no access to their report and the final outcomes, except for 
underperforming teachers (ibid.). 
Table 5.8: Summative evaluation and rating process in TE policies in England and Kuwait  
 
Both policies mandate summative evaluation reports with guidelines, as detailed in Table 5.8. 
There are differences in the process of collating the annual reports and the analysis of teacher 
roles. In Kuwait, there is a fixed annual summative form imposed by the MoE. It is applied to 
all teachers, regardless of the differences of their effectiveness, or the various factors 
underpinning teacher performance. The regulations include details on evaluators’ roles in 
assessing teachers in the two phases (Table 5.8); written assessment in December and 
numerical assessment in May. There is a clear limitation on teachers’ roles within summative 
evaluation in Kuwait. Teachers do not routinely access their annual summative reports as of 
right. In England, TE focuses on the role of the teacher and every one receives his/her 
personal report, with the opportunity to comment on evaluators views. Teachers are informed 
of their PD needs. In contrast to the uniform summative evaluation form in Kuwait, English 
schools have the freedom to choose the most appropriate and relevant model for themselves.  
5.4.9 Responses of underperforming teachers 
England Kuwait 
- The capability procedure is conducted for 
underperforming teachers. 
- A notice is given to an underperforming 
teacher concerning the formal capability 
meeting (at least five working days before the 
meeting). 
- A formal capability meeting includes 
identifying professional shortcomings, 
providing clear guidance for improvement, 
explaining the available support, setting out a 
timetable for monitoring, and formally 
warning that failure to improve within the set 
period could lead to dismissal. 
- The monitoring and review period includes 
formal monitoring, evaluation, guidance and 
support (DfE, 2012b). 
- Decision meeting: if an acceptable standard 
of performance has been achieved during the 
further monitoring and review period, the 
capability procedure will end and the 
- Procedures to be followed in response to 
report indicating underperformance. 
(1) The personnel committee should inform 
the employee with a ‘poor’ report grade of 
that fact within 15 days. If the employee has 
completed his service, been transferred 
elsewhere, is on holiday leave, or absent for 
any reason, he/she should be notified in 
writing, with acknowledgment of report 
receipt and its reasons at the address specified 
on the acknowledgment form. 
(2) The employee may appeal to the 
Personnel Committee within fifteen days 
from the date of notification, provided the 
complaint lodged is submitted to the 
personnel department, including the reasons 
on which the grievance is based. The 
department should forward the complaint 
within three days from the date of submission 
to the Commission for decision within twenty 
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appraisal process will re-start.  If, however, 
performance remains unsatisfactory, a 
recommendation to the Governing Body will 
be made specifying that the teacher should be 
dismissed. 
- The suggested length of the monitoring and 
review period following the first warning is 
between 4 and 10 weeks. 
- The teacher has the right to appeal in 
writing within five days, and then governors 
will be involved in the case and will deal with 
the appeal impartially. At the end of this 
process, the teacher will be informed of the 
results in writing (DfE, 2012b).  
days from the date of receipt, in order to re-
evaluate the veracity of the grading. Its 
decision thereafter shall be final in this regard 
and the personnel department should then 
inform the employee of the Commission's 
decision within seven days (MoE, 2011). 
Table 5.9: Responses to teacher underperformance in TE policies in England and Kuwait 
 
The procedures for dealing with an underperforming teacher have significant differences in 
the role played by the teacher in each process. In the UK capability procedure, the teacher is 
kept informed and participates in every step, and is invited for a formal capability meeting to 
discuss the concerns in relation to his/her unsatisfactory performance. The teacher is also 
informed of the date of the meeting at least five days in advance, so that they may collect 
information or evidence to support their position. Furthermore, the teacher has the freedom to 
select whoever he/she deems appropriate to accompany them to the meeting; this could be a 
‘colleague, a trade union official, or a trade union representative who has been certified by 
their union as being competent’ (DfE, 2012a, p. 10). On the contrary, while TE regulations in 
Kuwait include guidelines for the appeals process after a teacher has been informed of the 
unsatisfactory grade in his/her annual report, there is no provision for a meeting to discuss any 
aspects of the report, or to voice concerns before a decision is taken. 
5.4.10 Consequences for accountability  
England Kuwait 
The annual written report 
includes: 
 - Where relevant, 
recommendations for pay 
progression.  
- Judgement on performance by 
the head teacher. 
The result of the final report on teacher efficiency has a 
direct impact on the following areas (MoE, 2011): 
1-Promotions to either head of department or supervisor 
position. 
2- Ascent of the career ladder, as there are seven 
separate levels in the teaching profession, for each 
level, there are financial rewards and incentive 
schemes.  
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- Capability procedure for 
dismissing underperforming 
teachers (DfE, 2013e). 
 
3- Study leave opportunities upon achieving a 
distinction grade in the last three annual summative 
reports. 
4- Financial rewards  in the form of a bonus, for 
outstanding performers 
5- Annual nominations for a limited number, of 
outstanding performers to be honoured at the national 
level. 
6- The conversion of underperforming teachers to 
nonteaching professions which generally involves a 
degree of financial loss. 
Table 5.10: The consequences for accountability in TE policies in England and Kuwait 
 
As described in Section 5.4.8, both TE policies include summative evaluation and, in both, 
high stake decisions emanate from the results of the annual reports. These direct 
consequences are in the main linked with either outstanding or underperforming teachers. The 
two policies provide monetary incentives for outstanding teachers. However, the extrinsic 
incentives are varied, and the regulations in England TE do not include details, as these 
decisions are taken at the school level. For underperforming teachers, in both policies there 
are consequences, in terms of the possible termination of contracts in the case of the English 
policy, and, in Kuwait, the downgrading of a teacher to a non-teaching post.  
5.4.11 Consequences for improvement 
England Kuwait 
- The regulations stated that, the appraisal is ‘a 
supportive and developmental process’ that provides 
teachers with ‘constructive feedback’ (DfE, 2012b, p. 
6).  
- The annual review includes recommendations for a 
teacher’s PD needs and any action to address these 
needs (DfE, 2012a). 
- Agreed targets between the teacher and head teacher at 
the beginning of the appraisal cycle (DfE, 2012a). 
- Detailed capability procedures for underperforming 
teachers as explained in Section 5.4.9.  
- All classroom observations 
should be conducted in a 
supportive manner.  
-The first supervisory visit to the 
school should be an exploratory 
visit. It is conducted in a 
supportive way. 
- The annual review includes 
recommendations for teachers’ 
PD needs and any action to 
address these needs (MoE, 
2011). 
Table 5.11: The consequences for improvement in TE policies in England and Kuwait 
 
From section 5.4.1 it can be seen that both policies emphasise teacher PD, though there are 
significant differences between the two policies, particularly in terms of the role of the teacher 
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in TE processes. In England, the regulations describe teachers’ roles as major contributory 
factors in the process. The regulations encourage teacher collaboration with their evaluators. 
Particularly important stages within the TE cycle are; the beginning of the cycle, as this is 
when appraisal objectives are set; the evaluation of performance through peer review or drop 
in sessions; and, at the end of the cycle, in which the final decisions on the summative annual 
reports are made. There are clear limitations in teachers’ participation in TE practices in 
Kuwait due to rules that hinder teacher agency. Teachers are marginalised in that though two 
reports are written about performance during the school year, the TE rules forbid that teacher 
being informed about either the results or the consequences stemming from the reports. This, 
inevitably, has a detrimental effect on teacher PD.               
 
5.5 Conclusion 
This chapter started with an overview of the global-economic influences on TE policies in the 
international context, followed by a comparison and analysis of the conceptual basis of TE 
policies in Kuwait and England. An explanation of the differences and similarities was 
provided, wherever applicable. The comparison provided evidence of significant differences 
between the two policies. In terms of teachers’ roles in the TE cycle, teachers in Kuwait are 
relatively marginalised by their exclusion from the process to an extent that their English 
counterparts are not. This chapter has indicated that TE regulations, in Kuwait, have the 
potential to hinder teacher PD in a number of ways; through the absence of the possibility of 
setting evaluation objectives because teachers are evaluated according to pre-set curricula 
goals, and because the confidentiality of the summative annual reports in Kuwait does not 
allow for teacher collaboration in the identification of their own PD needs. However, TE rules 
do provide various extrinsic incentives for outstanding teachers, such as promotion and bonus. 
The next two chapters, Chapter Six and Chapter Seven, focus on the data and the analysis of 
the completed questionnaires and interviews, which will highlight teacher and supervisor 
views on TE practices. 
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Chapter Six: Presentation and Analysis of Questionnaire Findings 
 
6.1 Introduction 
This chapter provides a data analysis based on the answers to the questionnaire and is the first 
phase of the applied mixed methods approach used in this study. The data presentation and 
analysis provides answers to the specific research question: What are teachers’ perceptions of 
current TE processes in Kuwaiti primary schools in relation to frequency, focus, and impact 
of feedback? 
Based on Porpora’s (2015, p. 98) conceptualisation of social structure, detailed in Section 4.5, 
this chapter investigates the ‘lawlike regularities that govern the behaviour of social facts’. 
The purpose is to provide an extensive examination of TE practices in Kuwaiti primary 
schools, including the frequency of feedback and the evaluator’s position. The issue of 
whether the primary focus is accountability or PD is also addressed, in conjunction with an 
analysis of the impact of extrinsic and intrinsic incentives, before turning to an evaluation of 
teacher satisfaction and the fairness of the evaluation process.  
The TALIS questionnaire used in this research is provided in Appendix A and the rationale is 
detailed in Section 4.10.2. A comparison is provided with the findings of the TALIS survey to 
enable further insights into teacher evaluation at the international level. Due to the sizable 
sample, involving 475 primary school teachers, the data is statistically analysed using SPSS 
for all closed questions and qualitative analysis is used for the open-ended questions. 
To examine the effects of teachers’ demographic characteristics on teachers’ perceptions, chi-
square tests for bivariate analysis were applied. Any variables that had a statistically 
significant relationship with teachers’ perceptions were reported and explained. However, the 
main discussion of the integrated data that stems from the mixed methods approach and the 
comparative analysis of TE policy is provided in Chapter Eight. 
 
6.2 Research Population 
The population for this research includes all primary school teachers working in Kuwaiti state 
schools, serving pupils from 6 to 11 years of age. Private schools were not included as part of 
the research population because this thesis focuses on TE processes implemented in the state 
sector, whereas the private sector is not obliged to follow national TE regulations.  
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In Kuwaiti primary schools, the term ‘scientific department’ is used for the department that 
teaches students the core subjects of Science, Maths, Arabic, English, Religion, and Social 
Studies, while the term ‘practical department’ is used for the non-core subjects of Physical 
Education (PE), Information Technology (IT) and Arts. The six scientific departments have 
been deliberately chosen as they provide all necessary information relating to the contribution 
TE makes towards teachers’ PD, in teaching methodology and classroom management.  
There is reluctance among Kuwaiti men to opt for the teaching profession. In consequence, 
the majority of primary teachers are females, and this is reflected in the sample. According to 
official statistics in the academic year 2010/2011, the total number of the teaching staff in the 
primary sector was 20,906, of which 19,473 were females and 1,433 males (Kcsb, 2013, p. 
16).   
As the research population is distributed over six districts and covers a relatively large 
number of respondents, it echoes sentiments expressed by Bryman (2012) that it can be 
extremely challenging to ensure relevant resources and time is available to carry out the 
surveys for the quantity of teachers involved.  
 
6.3 Sample Size 
A purposive sampling was used for the chosen four districts of the Kuwaiti capital, and in the 
north and the south of the city, involving a range of different social contexts and a mix of 
urban settings. As a result, the Capital (Kuwait), Farwaniya, Jahra, and Mubarak Al-Kabeer 
districts were chosen. All the schools in the Capital and Farwaniya districts were easily 
accessible and within reach of the researcher’s base when conducting fieldwork. 
Consequently, the specific schools chosen were selected randomly. As for schools in Jahra 
and Mubarak Al-Kabeer districts, they were selected based on the ease of access and 
proximity to each other, as these two regions are relatively far from the researcher’s base.  
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Studies 
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studies 
Arabic 
C
ap
it
al
 
(K
u
w
ai
t)
 School 
A  
0 3 6 2 5 0 16 3.4 
School 
B  
2 5 6 6 3 3 25 5.3 
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School 
C  
5 5 6 4 3 8 31 6.5 
School 
D 
4 5 4 3 0 5 21 4.4 
School 
E 
2 5 5 1 5 7 25 5.3 
F
ar
w
an
iy
a 
School 
A  
5 6 7 3 4 6 31 6.5 
School 
B 
3 6 4 0 5 2 20 4.2 
School 
C  
5 5 6 4 3 5 28 5.9 
School 
D  
0 5 0 0 3 6 14 2.9 
Ja
h
ra
 
School 
A 
4 7 4 4 3 1 23 4.8 
School 
B  
3 4 5 0 4 6 22 4.6 
School 
C  
6 6 8 3 4 3 30 6.3 
School 
D  
6 5 5 2 4 4 26 5.5 
School 
E  
6 2 2 5 3 4 22 4.6 
M
u
b
ar
ak
 A
l-
K
ab
ee
r 
School 
A  
2 6 5 3 4 6 26 5.5 
School 
B  
8 4 5 4 4 2 27 5.7 
School 
C  
4 9 3 3 5 3 27 5.7 
School 
D  
4 9 6 4 8 6 37 7.8 
School 
E  
5 5 5 0 4 5 24 5.1 
 Total 74 102 92 51 74 82 475 100 
   Table 6.1: Number of responses in each department, school and district 
The research sample within the departments depended upon availability and willingness to 
take part and the total responses from 475 teachers represented a pleasingly large sample (see 
Table 6.1).  Originally, the intention was to apply the questionnaire to five schools from each 
district. However, in the case of Farwaniya, only four schools participated due to time 
limitations. This accounted for 19.4% of all potential participants and brought the total 
number of schools to 19. The largest sample, accounting for 29.7%, came from the Mubarak 
Al-Kabeer district (see Table 6.2). 
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District Frequency % 
Capital (Kuwait) 118 24.8 
Farwaniya 92 19.4 
Jahra 124 26.1 
Mubarak Al-Kabeer 141 29.7 
Total 475 100.0 
        Table 6.2: Number and percentage of participants in each district 
 
6.4 Response Rate 
Based on the equation14 provided by Bryman (2012) when calculating the response rate of 
questionnaires, the total potential sample would be 1068. 790 copies of the questionnaire were 
distributed. The total number of completed returns was 486, a significantly high return rate for 
such research. Eleven responses were excluded, six because they were incomplete, four who 
only completed the personal information section, and one who was a head of department, and 
therefore ineligible. The response rate in this research was 60%, which is commendable in 
comparison to what many researchers have reported regarding response rates (many of which 
only reaching 20%) (Matthews & Ross, 2010; Kumar, 2011; Bryman, 2012) 
 
6.5 The Sample Characteristics 
In the personal section of the questionnaire, most of the questions relating to the following 
areas were retained from the original OECD questionnaire (OECD, 2009c): age, years of 
experience in general, years of experience in the current school, the educational level of 
teachers and workload. Questions relating to teachers working part time or full time were 
omitted because all the teachers worked full time. The question ‘What is your employment 
status as a teacher at this school?’ and the relevant options, permanent employment or fixed 
term contract, was replaced by, ‘What is your nationality?’ (Kuwaiti or non-Kuwaiti). This is 
because all Kuwaiti teachers are offered permanent employment, while non-Kuwaiti teachers 
are appointed on a fixed term contract basis. Lastly, a question relating to subject 
specialisation was added to the OECD questions because of the subject department system 
operated in Kuwaiti primary schools.  
                                                 
14 
𝑅𝑒𝑠𝑝𝑜𝑛𝑠𝑒 𝑟𝑎𝑡𝑒 =
number of usable questionnaires
total sample − unsuitable or uncontactable members of the sample
 𝑥 100 
 
                      =
475
       1068−( 252+26) 
 𝑥 100                   (Bryman, 2012, p. 199) 
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6.5.1 Teachers’ nationality 
In total, there are 253 governmental primary schools in Kuwait, with 13,951 Kuwaiti teachers 
and 7,092 non-Kuwaiti teachers (KNA, 2009, p. 5). The process of TE is applied to all 
teachers, regardless of nationality but Kuwaiti teachers are offered permanent employment 
until retirement and benefit from higher salaries. The research data showed the number of 
non-Kuwaiti teachers was nearly half of those sampled (see Table 6.3), which is in line with 
the original population.  
Nationality Frequency Percent 
Kuwaiti 308 64.8 
Non-Kuwaiti 150 31.6 
Total 458 96.4 
99 Missing  17 3.6 
Total 475 100 
Table 6.3 : Number of Kuwaiti and non-Kuwaiti teachers in the sample   
   
6.5.2 Teachers’ age and experience 
As shown in Figure 6.1, the data revealed that the majority of respondents were in the 30-39 
years category, followed by those in the 25-29 year old.         
 
                           Figure 6.1 : Rate of respondents’ age 
Taking the age rate results into account, it was anticipated that the graph depicting the 
respondents’ years of experience would also take this uniform shape. This is confirmed in 
Figure 6.2. 
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       Figure 6.2: Teachers’ years of experience in the sample 
Determining the number of years the respondents had worked in their current schools was 
essential. For example, novice teachers could be involved in an intensive appraisal 
programme, or they may not yet have joined the appraisal cycle. Figure 6.3 shows that the 
length of service or experience of most teachers in their current school fell within the 6-10 
years bracket, followed by the 3-5 year range.  
 
               Figure 6.3: Respondents’ years of experience at their current school 
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6.5.3 Teachers’ workload 
In Kuwait, a primary teacher is assigned to three or four classes, with three weekly sessions 
for each class, and may teach from 9 to 12 sessions per week. When asked the estimated 
number of hours spent teaching in a typical week, most respondents answered three hours, 
making this the mode for this question. However, upon further analysis, this was considered 
relatively low when compared with the actual workload teachers have to deal with. The 
closest interpretation is that the ‘three hours’ may refer to three hours daily, and not per week, 
and indeed, six respondents clarified this interpretation by writing the word ‘daily’ next to 
‘three’ or ‘two’. In turn, these cases were dealt with by multiplying them by five to calculate 
the teachers’ workload across the weekdays. Table 6.4 provides a breakdown for the workload 
of primary school teachers within a week.  
 
 In a typical school week, estimate the number of hours you spend on the 
following for this school: 
Teaching of 
students in 
school 
Planning or 
preparation of 
lessons 
Administrative duties 
either in school or out of 
school 
Other 
Valid 443 439 405 159 
Missing 32 36 70 316 
Mean 7.8 8 4 3.43 
Median 6 4 3 2 
Mode 3 2 1 1 
Minimum 1.00 1.00 0 0 
Maximum 55 70 30 30 
Table 6.4:  Estimated number of hours which teachers spend on their schools tasks 
 
6.6 Findings of the Open-ended Questions 
Two open-ended questions were added to the TALIS questionnaire. The responses accounted 
for approximately half the sample, 59.4% and 62.3% respectively, for each question, as 
illustrated in Table 6.5. 
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Table 6.5: Number and percentage of responses to the questionaires (open questions) 
 
During these questions, respondents were required to state the positive and negative aspects of 
the TE process they went through in their schools. However, with each of the two questions, 
2.3% and 2.1% of the respondents, respectively, misunderstood and enumerated the strengths 
and weaknesses in their own performance instead (Table 6.5). These responses were tabulated 
separately, and coded (999) when entered into the SPSS programme. Even though these 
respondents may have misinterpreted the questions, their responses still provide some insight 
into areas of interest of the teachers’ evaluation in their respective schools. 
Using content analysis from the data of the open-ended questions, the categorisation of the 
teachers’ responses resulted in 18 responses for the question: ‘What are the main positive 
aspects in terms of the appraisal you received at your school?’, and 27 responses for the 
question: ‘What are the main negative aspects in terms of the appraisal you received at your 
school?’ The responses that were focused upon are illustrated in Table 6.6 and Table 6.7. 
For the first question, 43 teachers reported that TE contributes directly to teacher PD, 40 
teachers determined that TE improves teachers performance in classroom, and 16 teachers and 
14 teachers linked TE with teacher motivation at work and student achievement, respectively. 
However, it should be noted that 10 teachers indicated that TE practices have no positives 
influences on teachers. 
 
 
 
 
 
 
 What are the main positive 
aspects in terms of the 
appraisal you received at your 
school? 
What are the main negative 
aspects in terms of the 
appraisal you received at your 
school? 
Valid 193 179 
Missing 99 
(percentage) 
282 
59.4% 
296 
62.3% 
999 2.3% 2.1% 
Mode 3.00 1.00 
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Table 6.6: Responses to the positive aspects of TE in schools 
  
 
 
 
  
Teachers’ responses to the open-question: In your opinion, what are the 
main positive aspects in terms of the appraisal you received at your school? 
N 
1 There are no positives. 10 
2 Fairness of appraisal. 5 
3 Increase teachers PD. 43 
4  Increase teachers’ motivation. 16 
5 Improving teacher performance in the classroom. 40 
6 Encourage teachers to diversify their teaching practices. 9 
7 Led to cooperation between school staff. 1 
8 Provide moral encouragement of the teacher. 4 
9 An on-going process continuously monitored by administrators. 3 
10 Good social relations lead to an appropriate appraisal. 1 
11 Administrators and colleagues recognise teacher performance. 10 
12 Increase teacher commitment and attendance. 4 
13 Increase student achievement. 14 
14 Years of experience are taken into account when carrying out the 
appraisal. 
1 
15 Appraisal is independent from the years of experience. 1 
16 Appraisal leads to promotion or financial rewards. 6 
17 Provides opportunities for an open discussion with colleagues. 1 
18 Develops the entire educational process. 2 
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Table 6.7: Responses to the negative aspects of TE in schools 
 
 
 
Teachers’ responses to the open-question: In your opinion, what are the 
main negative aspects in terms of the appraisal you received at your 
school?  
N 
1 There are no downsides. 43 
2 Frustration due to subjective evaluation. 19 
3 The evaluation depends heavily on administrative issues. 8 
4  Evaluators are not objective and follow personal urges. 7 
5 Lack of objectivity in the TE process. 5 
6 Principals carry out evaluation in subjects other than their own. 1 
7 Interference of management and parents in the teacher’s job. 1 
8 The appraisal’s consequential discounts and penalties. 3 
9 Teacher does not have any access to the outcome of the annual reports. 1 
10 Lack of continuous monitoring of the TE process. 2 
11 Inappropriate dealing with the teacher. 5 
12 Shortage of adequate financial encouragement opportunities. 2 
13 The extent to which the teacher is committed to timekeeping is not 
taken into account. 
4 
14 The evaluation does not take into account the personal, health and 
psychological circumstances of the teacher. 
10 
15 Lack of a healthy and adequate working environment. 2 
16 Lack of cooperation and multitudinous tasks. 7 
17 Psychological pressure on the teacher. 3 
18 There is no focus on the pros of teacher performance. 2 
19 Student abilities are not observed when evaluating teachers. 2 
20 Lack of focus on any of the learning outcomes (student achievement). 1 
21 Lack of educational tools that may contribute to enhanced teacher 
performance. 
1 
22 Evaluating teacher performance within one or two class observations 
only. 
5 
23 Adopting one opinion only in the TE process. 1 
24 Evaluating teacher on the external activities that is not related to 
classroom practices. 
5 
25 Injustice and bias throughout the appraisal process. 11 
26 Imposition of a certain point of view and a particular teaching method 
on the teacher. 
3 
27 Lack of attention to teacher PD. 3 
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Table 6.7 highlights that the most frequent responses on the drawbacks of the TE process in 
Kuwait are the following: frustration, due to subjective evaluation; injustice and biased 
evaluation; assessment based on administrative practices, with a lack focus on teachers’ 
practices in classroom; and the evaluation not taking into account the personal and 
psychological circumstances of the teacher.    
In spite of the differences between the educational contexts of countries, the pitfalls of TE 
processes in Kuwait are very similar to those identified in other studies in other systems. For 
instance, an extensive research of four states and 12 districts in the USA yielded responses 
from 15,000 teachers and 1,300 administrators, which showed that most evaluation systems 
suffered from the deficiencies of ‘infrequent, unfocused, undifferentiated, unhelpful and 
inconsequential’ processes (Weisberg, et al., 2009, p. 6). These points have all been re-
enforced in this research by the teachers’ responses as illustrated in Table 6.7. It should be 
noted, however, that 43 teachers indicated that there are no negative aspects of the TE process 
in schools, though not all respondents provided a rationale for their answers. 
 
6.7 Analysis of Close-ended Questions 
This section presents the key findings for three main areas of the questionnaires pertaining to 
TE and/or the feedback that teachers received at their schools in Kuwait: (1) frequency of 
feedback; (2) its impact on teachers’ practices; and (3) its impact on a teacher’s career. 
 
6.7.1 Frequency of teachers’ evaluation feedback 
Primary school teachers were asked about the frequency of TE feedback within the first 
questionnaire item ‘How often have you received appraisal and/or feedback about your work 
as a teacher in this school?’ (principal/ deputy principal/ head of department / teachers/ 
supervisor).  
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Figure 6.4: Percentage of teachers’ responses on the frequency of TE feedback  
 
The teachers’ responses on TE feedback, from 30.7% and 39% of respondents, indicated that 
they received feedback ‘twice per year’ from the school principal and supervisors, while 
22.7% and 20.6% of respondents reported that they received feedback ‘three or more times 
per year’ from the school principal and supervisors respectively (see Figure 6.4). This result is 
almost in line with the stated policies for TE in Kuwait, which indicates that principals and 
supervisors must conduct no less than two observations during the whole school year. 
Regarding the responses to the frequency of TE feedback received from the deputy principal, 
29.7% stated they ‘never’ received feedback, while 20% stated they received feedback from 
that post holder ‘once per year’ (Figure 6.4). This mirrored the policies for TE in Kuwait, as 
classroom observation is not part of the deputy principal’s direct responsibilities but the 
principal may delegate some of their duties to their deputy.  
Most responses to the frequency of appraisal and/or feedback that the teachers received from 
other teachers indicated that it ‘never’ happened (Figure 6.4). 37.9% of respondents indicated 
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that they had received evaluation and feedback from the head of department ‘more than once 
per month’, the highest response from the available choices, while 26.5% replied ‘monthly’. 
This was expected, as the majority indicated the active role of the head of department, when 
compared to other formal evaluators.  
6.7.2 Focus of evaluation and feedback 
The aim of this section is to identify teachers’ perceptions on the focus of TE and/or feedback 
on 17 items involved in their daily practices, as outlined in Table 6.8 (OECD, 2009c, p. 10).                                                                                                        
In your opinion, how important were the following aspects considered to be when you 
received this appraisal and/or feedback? 
 
1 Student test scores 7 Direct appraisal of 
my classroom 
teaching 
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Knowledge and understanding of 
instructional practices (knowledge 
mediation) in my main subject 
field(s) 2 Retention and pass 
rates of students 
8 Innovative teaching 
practices 
3 Other student 
learning outcomes 
9 Relations with 
students 
14 Teaching students with special 
learning needs 
4 Student feedback 
on my teaching 
10 PD I have 
undertaken 
15 Student discipline and behaviour 
5 Feedback from 
parents 
11 Classroom 
management 
16 Teaching in a multicultural setting 
6 How I will work 
with the principal 
and my colleagues 
12 Knowledge and 
understanding of my 
main subject field(s) 
17 Extra-curricular activities with 
students (e.g. school plays and 
performance, sporting activities) 
Table 6.8: The second survey question focuses on TE feedback on 17 separate items 
 
Overall, the majority of teachers reported either a high or moderate belief in the importance of 
TE and/or feedback on the 17 items outlined, with the exception of the element ‘teaching 
students with special leaning needs’ (Q14), where 27.2% of the respondents selected the option 
‘I do not know if it was considered’( Figure 6.5). This may be due to the fact that the 
inclusion of students with special educational needs in primary schools has not yet been 
implemented. Findings in the 13 TALIS countries’15 showed that teaching students with 
special needs is one of the lowest three rated criteria in TE feedback (OECD, 2009a, p. 153). 
Nevertheless, Figure 6.5 showed that 21.1% of teachers reported that teaching students with 
                                                 
15 Australia, Brazil, Bulgaria, Estonia, Ireland, Lithuania, Malaysia, Malta, Mexico, Poland, Portugal, Slovenia 
and Turkey. 
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special learning needs is considered with high importance. This may be intended for students 
with moderate special needs, as they are included in mainstream primary schools.  
 
 
Figure 6.5: Percentage of teachers’ responses on the focus of TE in their schools 
 
Figure 6.5 showed that ‘classroom management’ (Q11) and ‘knowledge and understanding of 
the main subject field (s)’ (Q12) were the most frequently cited topic of TE feedback, with 
65.9% and 65.5% of the respondents reporting that these topics were considered to be highly 
important. In addition, the items ‘direct appraisal of classroom teaching’ (Q7) and ‘knowledge 
and understanding of instructional practices’ (Q13) were also considered to be of high 
importance, with 59.2% and 54.5% respectively grading them at this level. These figures 
compare favourably with the, approximately, ‘80% on average for each of these items across 
TALIS countries’ who also considered them as being important’ (OECD, 2009a, p. 151). 
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These items are directly associated with teachers’ performance in their classrooms, while 
most TE practices concentrated on classroom observation in relation to items being examined. 
However, the item: ‘How will I work with the principal and my colleagues?’ (Q6) ranked 
fourth in teachers’ grading of importance, with 61.9% (Figure 6.5). This may be due to the 
fact that one of the main standard policies of TE in Kuwait is the level of cooperation with 
colleagues and team members, resulting in evaluators concentrating on teachers’ relationships 
with their colleagues and principals during the evaluation process. 
The item ‘PD undertaken’ (Q10) did not feature in the five highest rated criteria of any TALIS 
country (OECD, 2009a, p. 152) and Figure 6.5 shows that this item was rated seventh in terms 
of importance. However, half of the responses reported it to be highly important and 23.4% of 
the responses considered it to be of moderate importance, which revealed considerable 
attention being paid to PD in the TE feedback. Only a small minority, 4.6% of participants, 
reported that it was not considered at all. 
6.7.3 Impacts of TE on teachers’ personal career 
Teachers were asked to what extent the teacher appraisal and/or feedback had directly led to 
personal career advancement, in terms of the points indicated in Figure 6.6. 
138 
 
 
Figure 6.6: Percentage of teachers’ responses on the impact of TE on career changes 
 
Overall, the findings suggested that there was no change in terms of teachers’ views on both 
elements; salary and monetary reward on the one hand, and opportunities for PDs activities 
and the likelihood of career advancement on the other, with almost 50% and 43% respectively 
documented in the data. Similarly, 39.4% of the respondents stated there were no changes in 
their role in school development initiatives. These results were similar to those in the majority 
of TALIS countries where ‘appraisal and feedback have little financial impact and are not 
linked to career advancement’ (OECD, 2009a, p. 155).  
Teachers did feel that more changes were necessary in the non-monetary outcomes. For 
example, regarding the element, ‘change in your work responsibilities that makes your job 
more attractive’, 26.9% and 23.4% of teachers’ views were, a moderate change and a large 
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change, respectively, was needed. The aspect relating to public recognition from the principal 
and/or colleagues had the highest impact on TE in comparison with the other elements, with 
34.1% and 25.9% of teachers reporting a desire for a substantial change and a moderate 
change, respectively. Similarly, public recognition was found to be the most valued outcome 
of TE in most TALIS countries, with the exception of Malaysia, Mexico and Brazil, where it 
came in second place after changes to work responsibilities. As TALIS researchers explained, 
‘public recognition is a clear incentive in nonmonetary outcomes, which highlights the role of 
teacher appraisal and feedback in rewarding quality teaching’ (OECD, 2009a, p. 155). 
6.7.4 Impact of TE on teaching practices 
Teachers were asked about the extent to which teacher appraisal and/or feedback has directly 
led to, or involved changes in, any of the following aspects indicated in Figure 6.7. 
   
Figure 6.7: Teachers’ responses on the impact of TE feedback on teaching practices 
 
Almost 60% of teachers reported that the process of evaluation in their schools had led to 
large/moderate changes in their practices in all of the defined aspects, except for teaching 
students with special learning needs, which recorded the highest response, 37.7%, in the ‘no 
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change’ option. There were similarities with the TALIS average findings in the highest two 
elements: improving student test scores, and the development of a training plan to improve 
teaching. Teaching students with special needs and teaching students in a multicultural setting 
were, as in this research, considered to be little affected by TE feedback in TALIS countries.  
6.7.5 Impact of TE on teachers’ work in general  
Respondents were asked to describe the appraisal and/or feedback that they received in their 
schools, in relation to the statements displayed in Table 6.9. 
 The appraisal or feedback 
contained a judgment about 
the quality of my work. 
The appraisal or feedback 
contained suggestions for 
improving certain aspects of my 
work. 
Yes 71.4 71.6 
No 25.5 25.1 
Total 96.9 96.7 
 Missing 3.1 3.3 
Table 6.9: Teachers’ responses on the purposes of TE 
 
The majority of participants (71.4%) described the appraisal process in terms of its relevance 
to both judgement of the quality of their work, and suggestions on how to improve their 
performance (71.6%). The findings may indicate a balance between the two major teachers’ 
evaluative goals; accountability and PD. Similarities with the TALIS average findings were 
evident for appraisals containing a judgement (74.7%), but with less consistency for appraisal 
containing suggestions, with only 58% believing that the feedback did contain steps to be 
taken to improve.  
Additionally, teachers were asked to identify how much they agreed or disagreed with the 
contentions that the feedback they had received was fair and helpful. Responses in Table 6.10 
indicate that almost 60% of the sample agreed with the statements. Moreover, 10.3% and 
15.8% of teachers, respectively, strongly agreed with the fairness and helpfulness of the 
process. These results, once again, were markedly similar to those from the TALIS survey 
averages, with 63.3% agreeing that the appraisal had been fair and 61.8% deeming it to have 
been helpful.   
 
 
141 
 
 The appraisal of my work 
and/or feedback received was a 
fair assessment of my work as a 
teacher in this school 
% 
The appraisal of my work 
and/or feedback received was 
helpful in the development of 
my work as a teacher in this 
school 
% 
Strongly 
disagree 
10.7 5.9 
Disagree 19.4 13.5 
Agree 56.8 61.3 
Strongly agree 10.3 15.8 
Total 97.2 96.5 
Missing 2.8 3.5 
Table 6.10: Teachers’ responses on the fairness and helpfulness of TE  
 
Concerning the extent to which TE in their schools led to changes in the respondents’ job 
satisfaction and job security, Table 6.11 shows that approximately 37% and 34% of 
participants respectively reported a small increase in their job satisfaction and security. 
Almost 25% and 32% stated it had resulted in no change in either their job satisfaction or 
security. The TALIS average recorded the same percentage for teachers who felt a slight 
increase in job satisfaction, whereas a larger number (41.2%) reported no change in job 
satisfaction. In terms of job security, the TALIS average accounted for 61.9% believing no 
change resulted, almost twice as much as the results obtained in this research.    
     
 Changes in your job 
satisfaction 
% 
Changes in your job 
security 
% 
A large decrease 6.9 5.9 
A small decrease 9.3 9.7 
No change 25.3 31.6 
A small increase 37.3 33.9 
A large increase 18.1 15.4 
Total 96.9 96.5 
99.00 Missing 3.1 3.5 
Table 6.11: Teachers’ responses to the impact of TE on job satisfaction and security 
 
The last part of the questionnaire examined teachers’ perceptions in relation to the impact of 
teachers’ evaluation of their work. The responses are presented in Table 6.12. 
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 Total of 
agree 
and 
strongly  
agree 
TALIS 
average 
for the 
total of 
agree and 
strongly 
agree 
Principal takes steps to alter 
the monetary rewards of a 
persistently underperforming 
teacher. 
21.7 28.2 36.4 8.6 45 23.1 
The sustained poor 
performance of a teacher 
would be tolerated by the rest 
of the staff. 
24.0 40.4 26.3 5.1 31.4 33.8 
In this school, a teacher will be 
dismissed because of a 
sustained poor performance. 
26.3 47.4 16.0 3.4 19.4 27.9 
In this school, the principal 
uses effective methods to 
determine whether teachers are   
performing well or badly. 
8.2 15.4 56.2 14.3 70.5 55.4 
In this school, a development 
or training plan is established 
for teachers to improve their 
work as teachers. 
10.9 21.9 48.6 14.3 62.9 59.7 
The most effective teachers in 
this school receive the greatest 
monetary or non-monetary 
rewards. 
17.1 29.9 38.3 10.7 49 26.2 
If I improve the quality of my 
teaching at this school, I will 
receive increased monetary or 
non-monetary rewards. 
15.6 30.5 37.7 11.8 49.5 25.8 
If I am more innovative in my 
teaching at this school, I will 
receive increased monetary or 
non-monetary rewards. 
15.2 31.8 38.3 9.9 48.2 26 
In this school, the review of 
teachers’ work is largely done 
to fulfil administrative 
requirements. 
9.1 22.7 51.2 12.0 63.2 44.3 
In this school, the review of 
teachers’ work has little impact 
upon the way teachers teach in 
the classroom. 
10.1 31.4 46.1 6.9 53 49.8 
Table 6.12: Percentage of teachers’ responses on the impact of TE  
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The largest number of teachers responding replied in the affirmative, except for two of the 
statements, both of which were highly significant. These two were ‘the sustained poor 
performance of a teacher would be tolerated by the rest of the staff’, and ‘a teacher will be 
dismissed because of sustained poor performance’. In response to these statements only 31.4 
% and 19.4% ‘agreed’, or ‘strongly agreed’, respectively.  
These responses are different from those obtained from the TALIS average, particularly in 
relation to a decision to dismiss a teacher. The apparent belief that an underperforming 
teacher in Kuwait was less likely to be dismissed than elsewhere may be due to the 
centralisation of these decisions in the Kuwaiti MoE, and with principals having only a 
peripheral role in any dismissal. Teachers who receive a score of under 60 on their summative 
report will, in Kuwait, be provided with a chance to improve their performance and, if that is 
not considered appropriate, they will be transferred to a non-teaching position and will lose 
any advantages, financial or otherwise, from holding a teaching post. 
Responses to the statement, ‘In this school, the principal takes steps to alter the monetary 
rewards of a persistently underperforming teacher’ were split, as indicated in Table 6.12. 
Nevertheless, the total responses for the options ‘agree’ and ‘strongly agree’ were greater than 
the TALIS average of 45%, but close to the highest responses indicating agreement, which 
came from two TALIS countries, Slovakia and Malaysia, with 50.8% and 47.4%, 
respectively.  
A higher percentage than the TALIS average was recorded agreeing with the statement, ‘In 
this school, the principal uses effective methods to determine whether teachers are performing 
well or badly’, with the majority (70.5%) concurring. This indicates that principals do have an 
active role in the Kuwaiti TE process, at least from respondents’ perspectives. However, a 
significant minority of respondents, nearly half, did not realise that the principal does have 
this ability as part of his role.  
For the rest of the statements, the results showed that approximately half of the sample agreed 
with the statements, recording higher than the TALIS average. They believed that the review 
of teachers’ work is largely done to fulfil administrative requirements, and is linked to 
monetary and non-monetary outcomes, with 53% of respondents agreeing that the review of 
teachers’ work has little impact upon the way teachers teach in their classrooms.  
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In conclusion, it is clear from the responses to the various statements that the views of the 
teachers are diverse and inconclusive in some key areas, particularly the link between 
financial and non-financial rewards and TE. Further analysis is needed to determine the 
effects of the independent variables on teachers’ views. This might shed light on why 
perceptions can be so different on issues that might be considered to be factual, for example, 
whether or not a principal has the authority to alter remuneration and whether or not such 
authority is used. Consideration of these issues can lead to a deeper understanding of TE 
practices in Kuwait.  
 
6.8 Effects of Teachers’ Demographic Characteristics on Perceptions 
In the questionnaire, the respondents were asked to provide some demographic personal 
characteristics, including age, their level of education and teaching experience, both in general 
and within the current school year. The aim of this was to examine whether these independent 
variables exhibited any correlation with the teachers’ perception (the dependent variables) on 
teachers’ evaluation and, also, to predict the types of effects on teacher perceptions. 
 
6.9 Chi-square Tests for Bivariate Analysis 
Cross-tabulation was used to investigate the relationship between two variables. This was 
done because it is a ‘simple and frequently used’ (Robson, 2011, p. 431) procedure and 
provides valuable insights. The questionnaire included 52 closed questions, with seven 
intervals for teacher’s general teaching experience (see Table 6.13 for the range  of each 
interval), giving a possible combination of levels of variables of 364 (52 X 7).  
As shown in Table 6.13, the number of respondents in the ranges ‘more than 20 years’ and ‘in 
the first year of teaching’ was low when compared to the ‘6-10 years’ group. The relationship 
between variables may be significant due to the small number of teachers in the subgroups, 
and to the presence of expected frequencies with less than five in one or more cells of the chi-
square test results (Field, 2009). To solidify and simplify the statistics, the seven intervals 
were reduced to three intervals, as indicated in Table 6.14. 
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 Frequency Percent 
This is my first year 30 6.3 
1-2 years 36 7.6 
3-5 years 92 19.4 
6-10 years 162 34.1 
11-15 years 88 18.5 
16-20 years 48 10.1 
More than 20 years 17 3.6 
Total 473 99.6 
99.00 Missing 2 .4 
      
  Table 6.13: Numbers of respondents according to seven teaching experience intervals 
 
 Frequency Percent 
0-5 years 158 33.3 
6-10 years 162 34.1 
11+ years 153 32.2 
Total 473 99.6 
99.00 Missing 2 .4 
Total 475 100.0 
      
Table 6.14: Numbers of respondents according to three teaching experiences intervals 
 
For the chi-square results, the only variables that had a statistically significant relationship 
with teachers’ perceptions were reported. The variables were reported in order, with those 
showing the strongest relationship being reported first in each section. As a result, the 
teachers’ experiences as independents variables were found to be significantly associated with 
the following points.  
6.9.1 External evaluator 
There was broad agreement across all groups in terms of the first and second most frequent 
choices for the indication of frequency of feedback provided by external evaluators, (i.e. twice 
per year and 3 or more times per year). Differences occurred on the third most frequent 
choice, where those teachers with 6-10 years were more likely to respond once per year. In 
contrast, a sizeable proportion of those with 11 or more years, and 0-5 years, of service 
appeared not to have received any feedback, as shown in Figure 6.8.  
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Figure 6.8: Teachers’ responses on the frequency of TE feedback provided by supervisors 
 
6.9.2 Focuses of teachers’ evaluation 
Additional analysis revealed that a statistical association only occurred for one element of the 
17 included in the questionnaire in relation to teaching experience, ‘teaching students in a 
multicultural setting’. The majority of all three groups, irrespective of experience, agreed that 
teaching in a multicultural setting was considered in the teachers’ appraisal feedback. The 
differences were found in those teachers with 11 or more years of experience which was the 
group most likely to respond that it was not considered at all. However, teachers with 0-5 
years of experience were more likely to respond with ‘I do not know if it was considered’ 
rather than ‘not considered at all’, as shown in Figure 6.9.  
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Figure 6.9: Responses on the focus of TE on teaching students in a multicultural setting 
 
6.9.3 Impact on teachers’ personal career 
A link between the impact on teachers’ personal careers and teaching experience could only 
be identified in the two points; financial bonus or another kind of monetary reward, and 
change in work responsibilities that make the job more attractive. The majority of the teachers 
across all groups were of the opinion that there were no monetary changes (Figure 6.10). 
However, those with 0-5 years of experience were more inclined to report ‘no changes’ in 
both monetary rewards and in responsibilities that were likely to make their positions more 
attractive, than the other groups (Figure 6.11). 
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Figure 6.10: Teachers responses on the impact of TE on financial rewards 
 
 
 
Figure 6.11: Teachers’ responses on the impact of TE on their responsibilities  
 
Differences were found to be statistically significant in two respects; a development or 
training plan to improve teaching, and handling of student discipline and behaviour problems. 
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In both of these, teachers with less experience 0-5 years indicated small changes more often 
than other groups, while teachers with 11 years and more experience were more likely to 
report large changes. As for respondents with 6 to 10 years of experience, the majority agreed 
that TE led to large changes in their approach to student discipline and behavioural problems, 
as shown in Figure 6.12.   
 
 
Figure 6. 12: Teachers’ responses to the impact of TE in handling of student discipline 
 
6.9.4 Descriptions of teachers’ evaluations outcomes in their schools  
The statistical differences occurred on two points: firstly responses to the statement, ‘In this 
school the principal takes steps to alter the monetary rewards of a persistently 
underperforming teacher’; and secondly, ‘If I am more innovative in my teaching at this 
school I will receive increased monetary or nonmonetary rewards’. Respondents with more 
years of teaching experience were inclined to agree with the statements, while teachers with 
0-5 years of experience tended to disagree with the statements as shown in Figures 6.13-14.  
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Figure 6. 13: Responses on the statement the principal takes steps to alter the monetary rewards of a 
persistently underperforming teacher 
 
Figure 6. 14: Teachers’ responses on receiving rewards in their schools  
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6.10 The Overall Effects of Teacher Experience on Teacher Perceptions  
Differences were more pronounced, the greater the experience gap between the respondents. 
Those teachers with more experience tended to have a more positive view of TE than those 
with less experience. However, agreement occurred between the two sets in the reporting of 
the numbers of feedback sessions received from supervisors. This may be due to some of the 
newly recruited teachers who were not yet considered ready to receive some kind of a 
supervisory feedback, while teachers with longer years in the teaching profession may have 
received less feedback from their external supervisors because of their years of satisfactory 
experience. This may point to the importance of taking experience into account as an 
independent variable when examining the TE process.  
 
6.11 The Independent Variable of Teachers’ Experiences within their 
Schools 
The general teaching experience intervals were reduced from seven to three, as explained in 
Section 6.9, for the analysis of the independent variable of teachers’ experiences within their 
current schools. This resulted in the table being constructed in four intervals, as shown in 
Table 6.15-16. In doing so, the findings revealed a lesser impact of the independent variable 
of teachers’ experience within their current schools, when compared to the variable related to 
the number of years of teaching as a whole. 
 
Years of experience in 
the current school 
Frequency Percent 
This is my first year 63 13.3 
1-2 years 69 14.5 
3-5 years 145 30.5 
6-10 years 159 33.5 
11-15 years 25 5.3 
16-20 years 10 2.1 
More than 20 years 2 .4 
Total 473 99.6 
99.00 Missing 2 .4 
Total 475 100 
Table 6.15: Numbers of participant according to teaching experience intervals in the current school 
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Years of experiences in 
the current school 
Frequency Percent 
0-5 277 58.3 
6-10 159 33.5 
11+ 37 7.8 
Total 473 99.6 
99.00 2 .4 
Total 475 100 
Table 6.16: Numbers of respondents according to the three teaching experiences ranges 
 
Using all the elements of the questionnaire, the chi-square analysis showed that only two 
aspects of the dependent variables were statistically significant. These two elements are both 
related to teachers’ perceptions of the influences of evaluation of their personal career, change 
in salary, and the financial bonus or other monetary reward. Teachers with 0-2 years of 
experience in their current school were more inclined to report ‘no changes’ in either, while 
teachers with 11 or more stated ‘large changes’ in their salaries and ‘small changes’ in other 
monetary rewards. Teachers with 3-5 years of experience in their current schools reported 
moderate changes. The more years of experience a teacher had, the more likely she was to 
express more positive views regarding monetary changes. This could be ascribed to the 
increase in teachers’ salaries that was implemented in 2011, where more experienced teachers 
could see noticeable increases compared to previous rises in salary.  
 
6.12 Effect of the Independent Variable the Department on Teachers’ 
Perceptions  
The second phase of the empirical study was applied specifically to Science departments, with 
interviews involving Science teachers and their supervisors. The data analysis in this section, 
consequently, concentrates on the perceptions of Science teachers.  
6.13 Chi-square Tests for Bivariate Analysis 
The chi-square test was used to investigate the correlation between two variables: the 
department, as an independent variable, and all of the 52 closed questions in the 
questionnaire. Whenever a correlation was identified, it was followed up with further 
examination on the effects of teaching experience, as analysis identified this to be the most 
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influential independent variable. To provide a succinct analysis, the following subsections 
illustrate correlations that have a statistically significant relationship between the department 
to which teachers belong and teachers’ perceptions.  
6.13.1 External evaluator 
There is a significant statistical correlation between teachers’ perceptions on the frequency of 
feedback that they received from their supervisors. Teachers from the Science and Social 
Studies departments selected ‘3 or more times per year’, with 41.4% and 24% respectively. 
While teachers from Maths, English, Religious studies and Arabic departments reported 
having received such feedback ‘twice per year’, as reported by 37.7%, 60%, 38.4%, and 50% 
of the respondents respectively. As shown in Table 6.17, the supervisors of all the subjects 
within this study provided teachers with some feedback. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Table 6.17: Teachers’ perception on the frequency of TE feedback provided by supervisors 
 
The information from Table 6.17 suggests that a small proportion of teachers never received 
feedback from their supervisors, with the highest level being 20% from the Religious Studies 
teachers. However, for Science teachers, a further chi-square analysis revealed no correlation 
Teacher perception on the 
frequency of received TE 
feedback from their supervisors 
Twice per 
year 
Three or more 
times per year 
 
Never 
D
ep
ar
tm
en
t 
S
ci
en
ce
 Count 17 29 9 
% within 
Department 
24.3% 41.4% 12.9% 
M
at
h
s Count 38 29 14 
% within 
Department 
37.3% 28.4% 13.7% 
E
n
g
li
sh
 Count 55 8 7 
% within 
Department 
60.4% 8.8% 7.7% 
S
o
ci
al
 
S
tu
d
ie
s Count 11 12 4 
% within 
Department 
22.0% 24% 8% 
R
el
ig
io
u
s 
S
tu
d
ie
s 
Count 28 12 15 
% within 
Department 
38.4% 16.4% 20.5% 
A
ra
b
ic
  Count 39 8 3 
% within 
Department 
50% 10.3% 3.8% 
  Total % for all 
departments  
40.5% 21.1% 11.2% 
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between teachers who chose never and their teaching experience, their experiences all lay 
within all three of the teaching experience intervals, as illustrated in Table 6.18. 
 
Teaching experiences 
  
Number of Science teachers who have reported 
never received supervisors’ feedback 
0-5 4 
6-10 4 
11+ 1 
Total 9 
Table 6.18: Number of Science teachers reporting ‘never’ on frequency of supervisors’ feedback 
       
 
6.13.2 Head of department 
There were statistically significant correlations between the teachers’ perceptions on the 
frequencies of feedback that they received from their heads of departments and the 
department they belonged too. Teachers of Arabic and Religious Studies responded with, 
‘monthly’ to the frequency of feedback, with 42% and 44% respectively. By contrast, 42%, 
44%, 41.8%, 57.1% of teachers from Science, Maths, English, and Social Studies respectively 
reported that they received feedback from their heads of departments more than once per 
month, the highest level of response available in the questionnaire.  
This analysis indicates that the heads of departments in all the departments examined played a 
significant role in providing teachers with frequent feedback. Only 7% of Science teachers 
said that they had never received such feedback. Additional chi-square analysis showed that 
there was no correlation between teaching experience and Science teachers’ who responded 
‘never’.  
6.13.3 Peer review 
The data analysis revealed a low frequency of peer review, with responses from the available 
options – ‘never’, ‘once every three years’, ‘once per year’ and ‘twice per year’ – being  
32.8%, 4%, 13.3%, and 12.2% respectively. The chi-square test indicated that there was a 
correlation between the department to which teachers belonged to and the teachers’ responses. 
It showed that ‘never’ was the most frequent answer for teachers in all departments, 
accounting for 37.5%, 34%, 20.9%, 37.8%, 37%, and 51% of teachers from the Science, 
Maths, English, Social Studies, Religious Studies, and Arabic departments, respectively 
(Table 6.19).  
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How often have you 
received TE 
feedback from 
other teachers? 
Low frequencies of  
peer review 
 High frequencies of  peer 
review  
Never Once 
every 
three 
years 
Once 
per 
year 
Twice 
per 
year 
3 or 
more 
times 
per 
year 
Monthly More 
than 
once 
per 
month 
Science Count 24 4 10 10 6 4 6 
% 37.5 6.3 15.6 15.6 9.4 6.3 9.4 
Maths Count 33 4 13 9 5 15 18 
%  34 4.1 13.4 9.3 5.2 15.5 18.6 
English Count 18 2 13 13 10 15 15 
%  20.9 2.3 15.1 15.1 11.6 17.4 17.4 
Social 
Studies 
Count 17 2 5 10 5 1 5 
%  37.8 4.4 11.1 22.2 11.1 2.2 11.1 
Religious 
studies 
Count 26 6 16 13 2 6 1 
%  37.1 8.6 22.9 18.6 2.9 8.6 1.4 
Arabic Count 38 1 6 3 10 11 5 
%  51.4 1.4 8.1 4.1 13.5 14.9 6.8 
Total Count 156 19 63 58 38 52 50 
%  35.8 4.4 14.4 13.3 8.7 11.9 11.5 
Table 6.19: Teachers’ perceptions on the frequencies of TE received from other teachers.  
 
32% of the participants opted for the last three choices with regards to the question on peer 
reviews, ‘3 or more times per year’, ‘monthly’ and ‘more than one per month’, suggesting that 
the frequency of peer reviews conducted in their schools was at a level that many 
commentators would find appropriate. Chi-square analyses were applied to examine the 
discrepancy between the high and low rates of peer reviews, and a conclusion reached that the 
frequency, ideally, of these reviews should be greater than five. 
As shown in Table 6.19, the seven choices were confined to two categories: low peer review 
for the first four choices and high peer review for the last three choices, with no correlation 
found between the frequency of peer reviews conducted and teachers’ age or experience. 
However, there were correlations with the department variable, with teachers from the 
English Language department recording the highest number of peer reviews, while only 16 
Science teachers reported a high instance of peer review (Table 6.20). In terms of the Science 
teachers who reported high or low rates, their teaching experience fell within all the teaching 
experience ranges.      
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Table 6.20: Science teachers’ responses to the frequency of peer reviews in their departments 
 
6.13.4 Focus of teacher evaluation 
The chi-square analysis revealed that there was a statistical association between only two 
elements among the 17 items included in the questionnaire: student feedback on teaching, and 
extra-curricular activities with students, with the department as the independent variable. In 
terms of the first point, there were clear variations, with 25.4% of Science teachers reporting 
‘not considered at all’; while only 12%, 13%, 8%, 10%, and 11.4 % of Maths, English, Social 
Studies, Religious Studies, Arabic teachers, respectively, selecting the same option.  
As for the second point, extra-curricular activities with students, 33.7% of Maths teachers 
reported considered this was treated as a low priority by evaluators, while 14.3%, 21.8%, 
22.9%, 17.9%, and 19% were the respective responses from Science, English, Social Studies, 
Religious Studies and Arabic teachers indicating their view that it was of importance to 
evaluators. 
However, these differences did not account for the highest positive options. Table 6.21 
illustrates that the total positive responses for the following options: ‘considered with high 
importance’ and ‘considered with moderate importance’, for student feedback and extra-
curricular activities. Nearly 50% of the Science, English, Social Studies, Religious Studies, 
and Arabic teachers, as well as 40% of Maths teachers, agreed that these points were 
considered in TE. 
 
 
S
ci
en
ce
 D
ep
ar
tm
en
ts
  
Teaching 
Experience  
Low peer review 
frequency 
High  peer review 
frequency 
0-5 14 7 
6-10 16 6 
11+ 8 3 
Total 58 16 
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D
ep
a
rt
m
en
t 
Teacher 
responses 
 
Student feedback on my 
teaching 
Extra-curricular activities 
Moderate 
importance 
Considered 
with high 
importance 
T
o
ta
l 
Considered 
with 
moderate 
importance 
Considered 
with high 
importance 
T
o
ta
l 
S
ci
en
ce
 Count 13 22 35 18 22 40 
%  18.3 31 49.3 25.7 31.4 57.1 
M
at
h
s Count 20 21 41 27 12 39 
%  20.6 21.6 42.2 27.6 12.2 39.8 
E
n
g
li
sh
 Count 17 26 43 28 23 51 
%  19.5 29.9 49.4 32.2 26.4 58.6 
S
o
ci
al
 
st
u
d
ie
s 
Count 6 21 27 13 15 28 
%  12.5 43.8 56.3 27.1 31.3 58.4 
R
el
ig
io
u
s 
st
u
d
ie
s 
Count  14 24 38 14 30 44 
%  21.5 36.9 58.4 20.9 44.8 65.7 
A
ra
b
ic
 Count 15 32 47 18 30 48 
%  19.2 41 60.2 20.8 23.2 44 
Total Count 85 164 249 118 132 250 
% 19.1 32.7 51.8 26.3 29.4 55.7 
Table 6.21: Teachers’ responses on the impact of TE on ‘student feedback’ and ‘Extra-curricular 
activities’ 
 
6.13.5 Impact on teachers’ personal career 
As mentioned in the initial data analysis, there was a significant number, amounting to 50% 
of participants, who responded ‘no change’. As for a change in salary, if the teaching 
experience variable is taken into account, it can be seen that less experienced teachers (0-5 
years) tended to select ‘no change’ more often than those with 11 or more years of experience. 
When analysing the choices, ‘a moderate change’ and ‘a large change’, it is clear that change 
occurred. The percentage of respondents to the presence of change were 21%, 31%, and 32% 
for experience levels 0-5, 6 to 10, and 11+ years, respectively. 
Taking into account the variable of the department that teachers taught in, some significant 
statistical difference can be ascertained, with teachers in the Maths department selecting ‘no 
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change’ more frequently than other departments, despite the fact that the sample participating 
in the questionnaire from the Maths department accounted for 35%, 21%, and 43% of 
teachers with 0-5, 6-10, and 11+ years of experience, respectively. In other words, there were 
more experienced teachers in the sample, as shown in Figure 6.15. 
 
 
Figure 6.15: Teaching experience and nationality distribution in each department. 
 
In order to explain the discrepancy in the results compared with the previous findings, the 
variable ‘nationality’ was tested. It was noted that the largest number of teachers participating 
in the questionnaire who were non-Kuwaiti, were from the Maths departments, totalling 43 
teachers out of the 150 non-Kuwaiti teachers taking part.  
The correlation between the nationality variable and the views expressed by teachers could 
clearly be seen in the fact that teachers from the Social Studies departments were all Kuwaitis, 
as illustrated in Figure 6.15. Their selection of ‘no change’ as a response was the least noted 
amongst all the teachers, with 28%, while the option ‘moderate change’ accounted for 
approximately 40%, which is the highest proportion when compared to the views of teachers 
in the other departments.  
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The non-Kuwaiti teachers seem to be dissatisfied with the lack of change in policies affecting 
their salaries. This is despite recent increases that have been approved by the Government, 
including an increase in the housing allowance from 60 dinars to 150 dinars per month, as 
well as the introduction of a foreign teacher allowance worth 10 dinars every two years, 
bringing the total annual cost salaries paid to non-Kuwaiti teaching staff to approximately 21 
million dinars. However, such an increase was still well below that approved for their Kuwaiti 
counterparts.  
When examining the statement: ‘Change in work responsibilities that make the job more 
attractive’, the analysis showed significant differences between the participants from 
department to department. Teachers in the Science, Maths and English departments were 
more inclined to choose ‘no change’ than the other departments, with 30%, 39%, and 34% of 
respondents in these respective departments selecting this option. In contrast, the lowest 
number of teachers that opted for ‘no change’ were from the departments of Arabic, Social 
and Religious Studies, with their respective percentages standing at 11%, 22%, and 18 %. A 
chi-square test was carried out to examine the effects of the teaching experience and 
nationality variables, and its impact on the teachers’ selection, but no statistically significant 
differences were identified.  
 
6.13.6 Impact of teacher evaluation on professional development  
Nearly 50% of teachers in all the departments expressed their agreement as to the impact of 
TE on their classroom management practices, knowledge and understanding of their main 
subject, and handling of student discipline and behavioural problems. However, differences 
were found to be statistically significant in the expression of views including ‘no change’. The 
response ‘no change’ is deemed to be a negative response in this study because the stated 
purpose of TE is to improve practice, and if there is a large number of staff believing that the 
process did not lead to change then this has to be considered as a failure to achieve aims. 
Teachers from the Science, Maths, and English departments opted to respond ‘no change’ 
more than their counterparts in the departments of Arabic, Social Studies and Religious 
Studies. 
A chi-square statistical analysis was undertaken for these three points in order to ascertain the 
impact of the variables on teaching experience and nationality in each department, separately. 
For the first variable, teaching experience, there were statistically significant differences only 
in relation to the point, ‘handling of student discipline and behavioural problems’. This is 
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consistent with the initial statistical analysis pertaining to the effect of the teaching experience 
variable on the views of all teachers involved in the questionnaire. It was further noted that 
the reason for differences was found only in the Religious Studies department, where teachers 
with less experience opted for small changes more than other groups, while teachers with 11 
years’ experience or more, were more likely to report large changes.  
The nationality variable examined on a departmental basis suggested that there were 
significant differences in only two areas. Firstly, in answers to the question on classroom 
management, 51% of non-Kuwaiti Maths teachers chose ‘large change’. 16 In contrast, the 
views of Kuwaiti Maths teachers were more inclined towards ‘moderate change’, with 31%, 
while those who chose ‘no change’ accounted for 24%. 
On the issue of knowledge and understanding of the main teaching subject, differences were 
found in the English department and, once again, the views of non-Kuwaitis seemed more 
positive, with 49% of these teachers choosing ‘large change’, while the opinions of Kuwaiti 
teachers of English were divided almost equally, with 25% in each of the available options, 
‘no change’, ‘small change’, ‘moderate change’ and ‘large change’. 
 
6.13.7 Impact of teacher evaluation on teachers’ work in general  
Statistically significant differences were found in only the three elements of fairness, 
helpfulness, and job satisfaction. Science and Maths teachers did not find TE a fair process, 
with 28% and 36% respectively stating this, the highest proportion compared with teachers in 
other departments.   
The responses also revealed that teachers in the Science department were the most likely to 
disagree with the statement that TE was useful, with nearly one third holding this view 
(31.5%)  In addition, only 6.8% of Science teachers indicated ‘a large increase’ in job 
satisfaction through TE, while the highest percentage of teachers indicating that it did lead to 
increased job satisfaction came from the Arabic Language department, with  35.8% of the 
departmental staff expressing that opinion.   
A chi-square test was carried out to study teachers’ views within each department separately 
in relation to the experience variable, and this resulted in some significant differences in the 
views of teachers from the Science department. 50% of the responding teachers with 
                                                 
16 The Maths departments participating in the questionnaire account for the largest number of non-Kuwaiti 
teachers. 
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experience of between 6 and 10 years considered the evaluation to be ‘unfair’. Additionally, 
41.3% of the Science teachers, whose experience was in the range zero and five, stated that 
the appraisal was ‘not fair’, while only 12% of teachers with 11 or more years of experience 
held this opinion. This may be ascribed to the fact that those with experience are more likely 
to be given an excellent evaluation, for whatever reason. Not unnaturally, those praised in the 
system are more likely to consider the process to have been ‘fair’ while some teachers, with 
more limited experience, may consider the process to be ‘fair’ even if they do not achieve an 
excellent evaluation grade simply due to their inexperience. 
Teachers with average years of experience aspired to higher evaluation grades the longer they 
were in the profession. However, while they strived for a higher grading, they considered their 
assessments were not a true reflection of their efforts and expertise. Similar differences in 
teachers’ views were also found in relation to the point pertaining to job satisfaction. 62% of 
more experienced Science teachers found that the evaluation process increased job 
satisfaction and they were the largest group to consider the evaluation system in their schools 
to be ‘fair’. 
Of the teachers with fewer years’ experience, 51% reported that the evaluation process 
increased satisfaction, while approximately 40% of teachers with average experience, many of 
whom who referred to the evaluation as being ‘unfair’, found that the evaluation reduced job 
satisfaction. 25% of the Science teachers found that the evaluation process did not affect job 
satisfaction. Those teachers who found the evaluation process to be ‘fair’ had higher levels of 
job satisfaction, which is consistent with the views of previous studies and experts in this field 
(Kimball, 2002; OECD, 2009a; Bush & Middlewood, 2013).  
 
6.13.8 Descriptions of teachers’ evaluations outcomes in their schools  
The last part of the questionnaire examined teachers’ perceptions in relation to the impact of 
the TE process on the teachers’ work involving the administrative practices in their schools. A 
number of statistically significant differences in responses between the departments were 
identified in two statements: ‘In this school the principal uses effective methods to determine 
whether teachers are performing well or badly’ and ‘If I am more innovative in my teaching at 
this school I will receive increased monetary or non-monetary rewards’. 
Regarding the first point, the most frequent response in all the categories was ‘I agree’, but 
differences were apparent in the numbers of negative responses. 39% of Science teachers 
chose ‘I disagree’, the largest percentage when compared to other departments. There was no 
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reference to the experience factor in this point, and this result is consistent with the initial 
statistical analysis in Section 6.9. Similarly, there was no identifiable nationality effect in 
responses to this statement.  
Concerning the second point, differences were apparent in that 68%, 85%, and 57% of the 
teachers in the departments of Science, Maths and English, respectively, selected ‘I disagree’, 
while 64%, 61%, and 63% of the Social Studies and Religious Studies and Arabic teachers 
respectively chose ‘I agree’. Statistical analysis did not, however, reveal any differences 
within each department in terms of the experience or nationality variables.  
 
6.14 Summary 
This chapter provided a presentation of data and an analysis for the first phase of the MMR. It 
began by describing the research population, the sample characteristics and response rates. It 
then provided the significant findings of the applied TALIS questionnaire extracted from the 
OECD (2009a) study, which was administered to 457 primary school teachers in Kuwait. It 
also provided some comparative insights with the TALIS findings.  
The findings suggest that 70% of teachers believed TE feedback contained judgements on the 
quality of their work, and suggestions for improvement. The analysis revealed that 
demographic characteristics of teachers, including years of experience, nationality, and the 
education department in which they taught, had a significant impact on a teacher’s perception 
of TE. 
The next chapter, Chapter Seven, concentrates on the opinions gleaned from interviews with 
professional staff involved in the TE process and an analysis of the views expressed.  
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Chapter Seven: Presentation and Analysis of Interviews Findings 
 
 
7.1 Introduction 
This research study applied a mixed methods approach and comprised two sequential phases. 
In this chapter, the findings from the analysis of the second empirical phase are presented. 
Semi-structured interviews were conducted with 12 Science teachers and their 4 supervisors, 
from 4 primary schools in one district. 
The chapter is divided into two main sections. The first section highlights the findings of the 
interviews with the teachers and is itself divided into two parts. The second main section 
presents the findings from the supervisors’ interviews, in addition to the pilot study of the 
supervisors’ interview. The pilot study for the teachers’ interviews were conducted with 18 
teachers and a detailed element is included in Appendix G.  
7.2 Analysis of the Interview Findings with Primary Science Teachers  
The first part introduces the sample selection and their characteristics, as well as the teachers’ 
perceptions on TE feedback in terms of frequency, purpose, and impact. 
7.2.1 Sample selection 
Lengthy governmental authorisation processes limited the sample to one out of a total of six 
education districts. The educational district was chosen due to its proximity to the research 
base and was easily accessible for the conducting of interviews with 12 primary school 
teachers in four public schools (2 schools for boys, and 2 for girls). Each of these schools was 
visited and, after approval was gained (permission letters in Appendix I), personal interviews 
were carried out with three teachers from the Science departments of each school, all of 
whom had agreed to participate in the research. The Science department was selected because 
of my previous, extensive, experience as a Science teacher. This experience proved to be of 
immense benefit in gaining a deeper understanding of the teachers’ perspectives on the issues 
being investigated.  
7.2.2 Sample characteristics 
Twelve teachers - 10 Kuwaiti and 2 non-Kuwaiti - participated in the personal interviews, all 
of whom held bachelor degrees. Table 7.1 provides a breakdown of the distribution of the 
sample according to age group, years of total teaching experience, and years of experience in 
their current school. 
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1.  How old are you? 
 
Age Frequency 
Under 25 2 
25-29 1 
30-39 7 
40+ 2 
Total 12 
2.  How long have you 
been working as a teacher? 
Number of years Frequency 
0-5 4 
6-10 5 
11+ 3 
Total 12 
3.  How long have you 
been working as a teacher 
at this school? 
Number of years Frequency 
0-2 5 
3-5 3 
6-10 4 
Total 12 
Table 7.1: Number of respondents, their years of experience and age 
 
It was noted that teachers delivered around 10 to 15 sessions, which is in line with the official 
ratio determined by the Kuwaiti MoE for Science teachers in primary schools, where the 
maximum number of teaching sessions is set at 15 in any one week. It was also clear that 
there was no relationship between the number of sessions assigned to the teachers and their 
years of experience, or age.  
 
 
 
 
Table 7.2: Teachers’ allocation of classes  
 
7.2.3 Frequency of teachers' evaluation feedback 
Responses to the question on the frequency of evaluation feedback that the teachers received 
from other key administrative staff members, including the school principal, the deputy 
principal, the supervisor, the head of the department, and fellow teachers (see Table 7.3), were   
consistent with the results of the questionnaire and pilot study.  
In a typical school week, estimate the number of classes that you are 
charged to teach at your current school? 
Number of classes Frequency  of teachers’ responses Percent % 
10 3 25 
11 4 33.3 
12 1 8.3 
13 1 8.3 
15 3 25 
Total 12 100.0 
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How often have you received appraisal and/or feedback about your work as a 
teacher in your current school from the following:  
Principal Deputy 
principal 
Head of 
department 
Other 
teachers 
Supervisor 
Number of 
responses 
8 8 7 5 9 
Mode Twice 
per year 
Never More than 
once per 
month 
 
Twice per 
year 
 
3 or more 
times per 
year 
Percentiles 67% 67% 58% 42% 75% 
Table 7.3: Teachers’ responses as to the frequency of TE feedback 
 
The results also seemed to confirm that in the current evaluation procedures of teachers within 
Kuwait, it is the daily interaction with the head of the department that provided the most 
frequent source of feedback to the teacher. Based on the information provided by the sample 
group, it appears that, once again, peer evaluation was neglected, but to a lesser extent than 
that indicated by responses to the questionnaire. 
 
How often have you received appraisal 
and/or feedback from other teachers? 
Frequency Percent 
Never 2 16.7 
Once every two years 1 8.3 
Twice per year 5 41.7 
3 or more times per year 3 25.0 
More than once per month 1 8.3 
Total 12 100.0 
Table 7.4: Teachers’ responses on the frequency of peer review  
 
It can also be noted from Table 7.4 that, in relation to the issue of receiving TE feedback, the 
majority of the teachers’ responses indicated that they received feedback from the principal 
‘twice per year’, and ‘three times or more per year’ from the supervisor. It could be argued 
that these responses reflect the direct responsibility these post holders have for TE within the 
school and, consequently, their responsibility to provide feedback after classroom 
observation. However, the deputy principal does not seem to have any formal involvement in 
the evaluation process, and the data showed that eight teachers indicated that they had ‘never’ 
had any feedback from the assistant principal. 
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7.2.4 Impact of teacher evaluation on teachers’ work in general  
Answers to the question describing the evaluation process in general (as shown in Table 7.5) 
corresponded with the results of the questionnaire and were consistent with the results of the 
pilot study. In the main study, the majority of the teachers’ responses were similar, indicating 
their approval of the fact that TE applied in schools included judgments on their practices and 
provided suggestions for improvement. This suggested that the main purposes of TE were 
accountability and PD. Most teachers agreed that the evaluation procedures were fair and 
helpful. 
 
How would you describe the appraisal 
and/or feedback you received? 
To what extent do you agree or 
disagree with the following statements: 
  a. The 
appraisal or 
feedback 
contained a 
judgment 
about the 
quality of my 
work. 
b. The 
appraisal or 
feedback 
contained 
suggestions 
for improving 
certain aspects 
of my work. 
a. I think the 
appraisal of my 
work and/or 
feedback 
received was a 
fair assessment 
of my work as a 
teacher in this 
school. 
b. I think the appraisal 
of my work and/or 
feedback received 
was helpful in the 
development of my 
work as a teacher in 
this school. 
N 12 12 12 12 
Strongly 
disagree 
0 1 0 2 
Disagree 2 3 1 0 
Agree 7 5 7 4 
Strongly 
agree 
3 3 4 6 
Table 7.5: Teachers’ responses on the focus, fairness and helpfulness of TE  
 
The question also included the provision for interpretations of the answers given, which were 
then classified into ‘agree’ and ‘disagree’. The interpretations are displayed in the following 
tables, from Table 7.6 to Table 7.11, according to the most frequent.  
In the case of the following statement, ‘the appraisal and / or feedback contained a judgment 
about the quality of my work’, explanations concerning this were recorded in Table 7.6 as 
follows: 
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Agree Do not agree 
Because evaluation was the result of 
classroom observation with the most 
important role of the teacher being in 
the classroom (3 teachers). 
The outcome of evaluation is confidential; thus, the 
final decision is not clear (one teacher). 
Evaluation involves several aspects, 
including work attendance, activities, 
and in-class teaching methods (2 
teachers). 
Sometimes, the evaluation process may involve 
matters out of the teacher’s control, including 
equipment/tools and practical preparation, which 
falls within the responsibilities of the science 
technician in the Science department of the school; 
or paying attention to personal and irrelevant 
details, such as teacher’s dress code (one teacher). 
Evaluation does involve a judgment 
on the quality of my work, especially 
in terms of the evaluation received 
from the head of department, who is 
in the same discipline as myself (2 
teachers). 
 
Because the evaluation was the result 
of the views of three evaluators who 
have considerable experience in the 
educational field (2 teachers). 
 
I was awarded with a distinction and 
asked to continue working instead of 
retiring (one teacher).  
 
Table 7.6: Respondents’ perceptions of the inclusion of judgmental purposes in TE   
 
Regarding the statement, ‘the appraisal and / or feedback contained suggestions for improving 
certain aspects of my work’, Table 7.7 provides an account of the respondents’ views: 
Do not agree Agree 
The final evaluation is confidential and I do 
not know anything about the final outcome 
or the suggestions to be taken into account 
(2 teachers). 
 
-There are many suggestions, especially 
from the head of the department. These 
suggestions have had a significant impact 
on the development of my performance at 
work (some of these ideas relate to 
enhancing my performance and 
suggestions for security, safety and how to 
take into account students with special 
educational needs) (4 teachers). 
Evaluation focuses on the negative aspects 
of performance and does not provide 
Teachers’ performance is improving all the 
time (3 teachers). 
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adequate proposals for the development of 
the teachers’ performance (one teacher). 
One teacher reported that the evaluator 
asked her to use the follow-up record17 
during the class on an on-going basis (one 
teacher). 
The supervisor suggested that teachers 
engage in a self-assessment of their 
performance after each lesson (one 
teacher). 
Table 7.7: Respondents’ perceptions of the inclusion of improvement purposes in TE 
 
For the statement, ‘I think the appraisal of my work and / or feedback received was a fair 
assessment of my work as a teacher in this school’, all but one of the teachers in the sample 
initially reported that the evaluation process was fair. However, when the teachers were asked 
to provide an explanation as to why they found the evaluation process to be so, many of them 
reported that it could actually, on occasion, be unfair. The reasons are given in Table 7.8: 
Agree Do not agree 
Evaluation is fair because it 
affects potential aspects of 
my professional life and my 
in-class performance (3 
teachers). 
No matter how hard I try, the evaluator only focuses on the 
negative aspects, which can be very frustrating (2 
teachers). 
Because it involves several 
aspects, including work 
attendance and teacher 
performance in class (two 
teachers). 
I am not sure, as the final evaluation is confidential (2 
teachers). 
Evaluators are the most 
experienced, especially in 
their field of specialty (one 
teacher). 
Sometimes all teachers are made equal; therefore, no 
distinction is drawn between committed teachers, who are 
regular in terms of attendance, and those with a high rate 
of absenteeism. (one teacher) 
 Sometimes, we engage in extra activities that are neglected 
in the evaluation process (one teacher). 
Table 7.8: Respondents’ perceptions on the fairness of TE   
 
To the statement, ‘I think the appraisal of my work and / or feedback received was helpful in 
the development of my work as a teacher in this school’, 10 out of 12 teachers responded that 
                                                 
17 A follow-up register is a register of all attending students. It is used to note students who participate in in-class 
activities. A tick would be placed in front of the participating students to encourage them to take part throughout 
the lesson. 
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the evaluation was useful for their PD. One of the teachers stated in her answer, ‘yes, it is 
useful, but not always’, and so was placed in the ‘Do not agree’ category. 
 
Agree Do not agree 
It offered me suggestions on how to improve my 
performance at work (4 teachers). 
The final evaluation is confidential (one 
teacher). 
It touches on certain aspects of my work-related 
performance, such as teaching methods, 
activities, and overall job attendance and 
commitment (three teachers). 
Evaluation is not always useful because 
suggestions tend to be ineffective or irrelevant, 
focusing on secondary issues, such as the slight 
variations in the number of students from one 
group to another (one teacher). 
Evaluation is beneficial if it is grounded in the 
correct criteria. However, these suggestions are 
generally useful for work-related settings (one 
teacher). 
Sometimes, one cannot differentiate between 
teachers with an excellent attendance record and 
those with reports marred by poor attendance 
records (one teacher). 
Evaluation is useful, especially as it is provided 
by highly experienced individuals, who may 
pinpoint aspects in my job that I may not be able 
to notice that easily. In so doing, they provide 
the best guidance and direction for future 
application (one teacher). 
 
Table 7.9: Respondents’ perceptions on the helpfulness of TE. 
 
Answers to the question, ‘concerning the appraisal and / or feedback you have received at this 
school, to what extent have they directly led to following: changes in your job satisfaction or 
job security’, are displayed in Table 7.10. 50% of teachers surveyed believed that the process 
of TE contributed to an increase in job satisfaction, while nearly 60% of teachers believed that 
the TE process did not affect job security. These responses were compatible with the results 
of the questionnaire:  
 Changes in your job 
satisfaction 
 
Changes in your 
job security 
 
A large decrease 0 0 
A small decrease 2 0 
No change 4 7 
 A small increase 3 5 
A large increase 3 0 
Total 12 12 
Table 7.10: Teachers’ responses on the impact of TE on job satisfaction and security 
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To elaborate upon teachers’ views on how TE impacted upon job satisfaction, Table 7.11 
provides justifications for their responses: 
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The evaluation process contributes to increasing teacher’s performance level, 
which in turn leads to increased job satisfaction (four teachers). 
If the evaluation process is fair, then job satisfaction will increase (2 
teachers). 
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There are other factors affecting job satisfaction, and these are more 
important than the TE process itself (e.g. students’ understanding of the 
lesson and their ability to apply this understanding in the lesson, work 
constraints, level of trust given to teachers, and work pressures) (4 teachers). 
D
ec
r
ea
se
 i
n
 j
o
b
 
sa
ti
sf
a
ct
io
n
 
Teachers exert considerable efforts at work. However, feedback and 
suggestions in the evaluation are not pertinent (one teacher). 
If evaluation is not fair, and does not distinguish between high performing 
teachers and low performing ones, then this results in decreased job 
satisfaction (one teacher). 
Table 7.11: Teachers’ perceptions on the contribution of TE to job satisfaction  
 
Some teachers provided a further insight into perceptions of the effect of TE on job security, 
reporting that, in effect, no such influence existed. They cited as evidence the fact that, no 
matter how high the absence rate was for an individual teacher, he/she would still be 
guaranteed employment in the school, and the chances of a teacher being made redundant 
were very slight, especially in state schools, though more so in private schools. The teachers 
actually found the evaluation process to be a means of increasing, rather than reducing, their 
job security, albeit slightly. Their rationale was that providing a fair account of their 
performance would contribute positively to their continuity of employment. They also noted 
that positive feedback could effectively contribute to their job security. 
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7.3 Analysis of the Teachers’ Views on the Open-ended Questions of the 
Interviews 
This section collates the data on teachers’ views from the open-ended questions. It begins 
with teachers’ views on the influences of TE on PD, in terms of having three evaluators, the 
mechanisms used in the supervisors’ feedback, and the anticipated, and actual, incentives 
available to teachers.  
 
7.3.1 The influences of teacher evaluation on teachers’ professional 
development 
The open-ended questions posed during the interview consisted of three main parts, all of 
which were based on the theoretical framework of the research, as previously discussed in 
Section 4.11. 
7.3.2 Part one: impact of having three evaluators involved in the process of 
teacher evaluation  
1-  Describe the feedback you received at the post observation conference from each 
evaluator (head of the department/supervisor/principal), and determine whether it has 
contributed to your professional development. 
All of the teachers in the sample agreed that the head of department is the authority within the 
school that contributes most to the PD. Their direct access to the teaching environment 
enabled them to offer observations on an on-going basis. Participants unanimously confirmed 
that the number of visits carried out by the head of department far exceeded the number of 
visits carried out by the supervisor and school principal. In addition, the head of department 
was regarded as being far more knowledgeable, and more informed, concerning the physical 
and psychological situation of the teacher. 
With regards to the observations made by the head of department, there was agreement that 
these were extremely useful in the development of those areas pertaining directly to work-
related aspects of performance, focusing the teachers’ attention on using teaching methods 
and scientific material in the classroom environment. On the other hand, teachers believed 
that the school principal focused more on administrative issues, such as noting the absences of 
students and ensuring the availability of attendance registers and the completion of leave 
forms. Similarly, the observations of the supervisor seemed to contribute to PD, but only to a 
limited extent in comparison with the head of department. Nevertheless, two teachers reported 
that the observations of the supervisor had a more positive impact on their PD than those of 
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the school principal, since the supervisors generally shared the teachers’ specialty or teaching 
subject. 
2- In your opinion, what are the advantages and disadvantages of having three official 
evaluators in the evaluation process you have been through? 
The participating teachers provided conflicting views in their replies to this question; six 
teachers reported the role of three evaluators as being a positive aspect of the process, while 
the other six found it to have the exact opposite impact (see Table 7.12). This even split was 
also noted between the interpretations and the findings of the pilot study (Appendix G).  
 
Positives Negatives 
Not being limited to a single party will not 
only increase the credibility of the process, 
but will also ensure that no injustice is 
inflicted upon the teacher (four teachers). 
There is an enormous psychological 
pressure on the teacher, which may restrain 
her ability to deliver and cause her to feel 
less confident in her overall performance 
(four teachers). 
The process contributes to the enhancement 
of the teacher’s performance, allowing the 
teacher to be constantly well prepared (one 
teacher). 
The final evaluation report is secret, with all 
three evaluating parties meeting to decide 
on the teacher’s report without his prior 
knowledge (one teacher). 
There can be a multitude of opinions, and 
every evaluator is responsible for one 
particular aspect of the performance, which 
may provide a much wider scope for PD in 
the form of feedback (one teacher). 
The disagreements between the evaluators 
cause problems between them and the 
teacher, who may, as a result, experience a 
great deal of stress and show dissatisfaction 
towards the evaluator for giving the lowest 
report on the teacher’s performance (one 
teacher). 
Table 7.12: Teachers’ perceptions of the advantages and disadvantages of having three official 
evaluators 
7.3.3 Part Two: the mechanism of supervisors’ feedback  
Think about the day of the latest supervisor visit to your class. The following questions are 
concerned with this event: 
1- How effective was your preparation for the class in which your supervisor conducted 
the observation? 
From the feedback given by eight of the teachers, class preparation was as normal as any 
other teaching session and involved the same daily routine. Two teachers, however, stated that 
their preparation was excellent for the supervisor’s visit, while one teacher stated that she was 
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well prepared, but the absence of a science technician18, and the on-going shortage of the tools 
to be used for the class, had a negative impact. One teacher was unsure whether the question 
related to having the right equipment and materials, or to being personally psychologically 
prepared. When she was informed that it included both, the teacher stated that she was well 
prepared in terms of equipment and in her ability to adhere to the log book, but was extremely 
anxious at the thought of having a supervisor watch over her while she delivered a lesson. 
Have you received any feedback from your supervisor after the classroom observation? If yes, 
what support did the feedback include for your professional development?  
Based on the results of the pilot study (Appendix G), all the participating teachers were 
notified that feedback in this context meant any positive or negative comments received by 
the teacher. All the teachers acknowledged that they had received feedback from the visiting 
supervisor, with eight stating that the feedback was of immense benefit in terms of developing 
them professionally, improving their job performance and in managing classroom activities. 
The feedback they were given was positive overall, and included guidance, and indications, as 
to areas of improvement in the subject area. This, they felt, increased their motivation to 
improve their PD and to focus on the students.  
In contrast, the remaining four teachers reported that feedback did not have much of an 
impact in terms of their PD because it sometimes focused on, in their view, less important 
issues. An example given was one evaluator insisting that the teacher should wear a white lab 
coat19 during classes. There were instances where the supervisor offered suggestions that, 
again in the opinion of the teacher, were not appropriate for certain lessons. For example, one 
evaluator suggested that the teacher undertake group activities in the classroom when, in the 
professional opinion of the teacher concerned, the subject matter did not warrant such an 
approach. According to the four teachers, the supervisors held no discussions concerning the 
issue of students with special needs, highlighting the fact that such discussion should 
normally go through the head of department and the school administration. The supervisor, 
however, was left to focus more on low performing students, that is, students with a poor 
                                                 
18 The job of a science technician is to install equipment and prepare materials needed for the teacher’s lessons. 
For the purpose of science classes, the teacher often requests in writing a number of required pieces of teaching 
equipment and aids from the science technician at least a week before the lesson’s delivery.  
  
19 The Science teacher is requested to wear the white coat, especially when carrying out scientific experiments. 
Students are also required to wear this coat during the science lessons. 
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record of educational achievement that suggested underperformance as opposed to a lack of 
inherent ability. 
2- Have you accepted the feedback received from your supervisor at the post observation 
conference? If so, what are the factors that encouraged you to do so? If not, what are 
the factors that hindered your satisfaction? 
All 12 teachers responded positively to this question, stating that they would happily accept 
feedback from their supervisor. Upon further elaboration, nine of the teachers explained that 
they took feedback on board because it contributed to their PD and, thus, positively helped 
them to raise the level of student achievement. Four of the teachers reported that their 
supervisor began by stating the positives. They then listed any negatives related to their 
performance, but this was done in a friendly manner at the end of the post-observation 
conference. 
Two of the teachers felt that feedback was a precious opportunity to learn from those with 
more experience within the educational field, and two other teachers reported that these 
observations were highly professional and objectively presented. Lastly, two teachers stated 
that they sometimes found it hard to accept the whole feedback process as they felt it focused 
too much on secondary issues that were totally unrelated to PD. 
3- What are your intentions to respond to the feedback received from your supervisor at 
the post observation conference?  
All of the teachers provided a positive answer to this question and confirmed that they 
intended to use the guidance offered to the best of their abilities. Two teachers commented 
that they had followed the guidance provided by their supervisors, as it came from someone 
who had more experience in this field of study than they did. In addition, four of the teachers 
said they had already started working on the negative aspects of their performance in response 
to the direction and guidance that was given to them. 
4- What suggestions might you have for your supervisor regarding the type of feedback 
you would like to receive that might have a direct impact on your professional 
development? 
Suggestions that were offered during the feedback were consistent with those identified in the 
pilot study, primarily revolving around the need to focus on the scientific materials needed as 
part of the lessons. It was felt that the feedback itself should be well presented and 
constructive, avoiding emotional responses and exaggerated reactions or unfounded criticism 
of the teacher, for example, based on a failure to provide an illustrative example in the 
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delivery of the lesson. It was also believed that supervisors should be present and observe the 
whole of a lesson in order to make a realistic evaluation and, therefore, provide more 
comprehensive feedback. 
While one teacher suggested that the supervisor should not give feedback during the lesson as 
this could lead to confusion, another proposed that the supervisor has a duty to state all  
performance-related shortcomings without hesitation, as this was in the best personal 
interests, as well as in the interests of her PD. Another teacher suggested that the supervisors 
should focus on the positives only, because pinpointing negatives would eventually be 
counterproductive insofar as the teacher’s performance was concerned.  
7.3.4 Part three: The expected and obtained incentives of teachers’ 
evaluation 
What are the impacts of the process of TE on your performance? 
Responses were largely consistent with the results of the questionnaire and the pilot study, 
with the majority agreeing that evaluation contributed positively to the improvement of 
teacher performance. In fact, seven out of the 12 teachers in the main study found that 
evaluation contributed to their PD to a great extent. One of the reasons reported by these 
teachers was the fact that the evaluation process helped them focus more on important issues 
that may have been overlooked in the past. In addition, it made the teachers constantly alert, 
well prepared, and motivated to continuously develop themselves. Two of the teachers stated 
that the benefits gained from the increased level of performance stemmed, primarily, from the 
head of department and their colleagues in the department. Four of the teachers reported that 
their evaluation sometimes contributed positively to the development of performance. On 
other occasions, it had negative impacts, particularly when the feedback from the evaluating 
team focused mainly on negative aspects of their work and apparently secondary matters that 
had no obvious bearing on the teaching process. In such instances, this frustrated teachers and 
undermined their position. Only one teacher stated that evaluation had not negatively affected 
her performance at work but this was because the final report was confidential and she had 
had no access to the final grading. As such, she was not aware of any flaws detected in her 
performance.  
Have you received rewards due to your acceptable performance? If so, what are they? If 
no, could you explain why you have not received any rewards? 
All 12 teachers responded positively to this question, confirming that they had received moral 
support, such as messages and words of praise and encouragement. While seven of the 
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teachers specified that they had received verbal praise and thanks from the head of 
department, four teachers stated that they had received other forms of rewards, such as 
monetary incentives to the value of 200 KWD. One of the respondents’ answers to the 
previous question had been that the evaluation had no effect on their performance because it 
was confidential, and this view was re-iterated in the results of the pilot study. Three of the 
teachers reported that they had been given the opportunity to attend courses and activities 
aimed at their PD. 
What rewards do you value or desire for your performance?  
The responses to the third question were consistent with the pilot study in terms of the type of 
rewards the teachers preferred to receive. All of those in the main study sample were more in 
favour of moral support and encouragement, such as compliments and messages of thanks, 
than monetary reward. These answers may have been influenced by the context in which they 
were asked the question, and some may have felt that such a response was the ‘correct’ 
professional one. Further analysis of this question, however, revealed that there were rational 
explanations for such opinions. One teacher explained that these complimentary messages 
could be placed in the teacher’s file to be used as supporting documents for any transfer 
requests that might submit to other schools during their professional career.  
Six of the teachers stated that they preferred training courses and PD activities in which they 
had already participated. One of these teachers insisted that, for a teacher to participate 
actively in training courses, she could not be overburdened with administrative tasks. 
Financial rewards appealed to three of the teachers, one of whom declared that teachers would 
sometimes use their own wages to purchase support activities and teaching aids. Only one of 
these teachers had actually received a financial reward following evaluation. 
Four of the teachers had a stronger preference, and indeed a determination, for school-based 
evaluation at work to be carried out by their colleagues and the school principal. They 
expressed a desire to be differentiated from those who were deemed as underperforming and 
those who had a poor attendance record. Finally, two teachers were not willing to take on 
additional responsibilities, as they felt this might adversely affect what, they believed to be, 
their primary role, the teaching of their students. 
7.3.5 The pros and cons of teacher evaluation 
What are the positive aspects of the teachers’ evaluation process at your school? 
What are the negative aspects of the teachers’ evaluation you received at your school? 
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The two questions sought to explore both positive and negative aspects of the teachers’ 
evaluation process in general. Responses are presented in Table 7.13. It is recognised by 
teachers that the most significant positive aspect of TE is in developing teacher performance, 
and this confirms the findings from the pilot study and the answers to the questionnaire. The 
confidentiality of the final appraisal reports was seen as the most frequently negative aspect of 
TE in the interviews. 
 
Positives Negatives 
Developing teacher performance (nine 
teachers). 
Confidentiality of the final reports (10 
teachers). 
Standards are determined and clear (eight 
teachers). 
Favouritism of some teachers and failure to 
differentiate fairly between teachers according 
to their performance (four teachers). 
Raising the academic level of students 
(five teachers). 
Lack of consideration for teachers’ 
psychological state (three teachers). 
The appraisal process increases motivation 
at work (three teachers). 
Teacher frustration (three teachers). 
 
Administrators and colleagues realise the 
distinguished performance of the teacher 
in the classroom (two teachers). 
Focusing on secondary matters that do not 
relate directly to the teacher’s work (two 
teachers). 
 The evaluation terms are open and not specific 
(one teacher). 
Table 7.13: Teachers’ perceptions on the positive and negative aspects of TE 
 
7.3.6 Definitions of effective teaching and effective teacher evaluation    
In response to the first question (‘In your opinion, what is effective teaching’), nine of the 
teachers focused their interpretations on the student, stating that the students are at the heart of 
effective teaching and they must be aided in understanding the lesson, and in interacting with 
the teacher. One teacher, in particular, noted the need to enable and facilitate the participation 
of vulnerable students, that is those with anxiety issues, or who are performing at a low level 
during lessons. Another teacher stated that teachers are only effective in their teaching when 
such students are engaged and not distracted. According to one teacher, effective teaching is 
about ensuring the freedom of the teacher to be creative, in terms of choosing the teaching 
method and the relevant lesson plan for each class, without having to adhere to the lesson plan 
stated in the lesson preparation register. Lastly, one teacher, in her description of effective 
teaching, referred to the efficient use of modern teaching aids to promote the learning process. 
In relation to the second question, (how do you think teachers should be evaluated?), there 
was a convergence in the teachers’ views among those participating in the pilot study. The 
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greatest response centred on taking in to account students’ levels and achievement, with three 
teachers specifying that this should be determined by the students’ exam results. Two 
teachers, however, stated that this could be achieved by asking the students directly 
concerning the extent of their understanding of the lessons. Five of the teachers reported that 
the current evaluation process was acceptable, but certain aspects should be reviewed, with 
two advocating that the confidentiality in the final report should be abandoned. One 
respondent felt that self-evaluation should be taken into account, while another stressed the 
need for objectivity and impartiality throughout the evaluation process. An increase in the role 
of the head of department was proposed by one, and another suggestion was the continuous 
assessment of student levels, and taking these into consideration in the final evaluation. 
Two teachers emphasised that effective TE should focus on teacher practices in the classroom 
and not on administrative tasks and/or extracurricular activities. Another teacher reported that 
effective TE is dependent on the heads of departments, as they are the teacher’s direct 
manager and have daily interaction with them, and daily involvement in the teacher’s 
activities in the normal working day. All the points raised were also identified in the pilot 
study. 
7.3.7 Teachers’ further comments 
Six teachers added comments in their responses to the question; Are there any further 
comments you want to add about the process of TE? Two called for a cancellation of the 
confidentiality in the final report, two advocated easing the current administrative burden on 
the teachers and the cancellation of the evaluation criterion ‘your relationship with your 
peers’. One teacher felt this was too personal and had no association or bearing on the 
teacher’s performance in the classroom.  
One teacher went as far as to suggest the need to change the evaluation process after 10 or 15 
years from the date that teachers started working, and to ease the pressure placed on the 
teacher as a result of having to face classroom observations by three evaluators. Finally, one 
teacher suggested the need for the evaluation rules to be more specific so that they do not 
incorporate personal opinions or any form of evaluator bias. 
The only issue raised which was consistent with the pilot study was the desire to alleviate the 
additional workload of the teachers, so that they could focus on their core role of preparing 
and teaching lessons. 
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7.4 Analysis of the Interview Findings with Supervisors for Primary Schools 
The first part introduces the pilot study conducted with supervisors. The following sections 
demonstrate the sample selection and their characteristics, as well as the supervisors’ 
perceptions on the features of TE feedback in terms of frequency, purpose, and impact. 
 Pilot study of supervisors’ interviews 
Following a visit to the Department of Technical Guidance for Science in one educational 
district, the head supervisor gave permission for a pilot study to go ahead. The pilot was 
conducted with one male and one female supervisor. Each question was read out and both 
respondents were polled about the clarity and relevance of these questions to the topic, taking 
into account any other suggestions, or differently worded questions that would serve the 
research better. Upon completion, both supervisors confirmed that all the questions were 
clearly presented and suitable for the subject, whilst also providing suggestions on the 
following two points.  
Have teachers received rewards due to their acceptable performance?  
The supervisors suggested that the word ‘acceptable’ should be removed from the question on 
the basis that the term did not allow for varying degrees of professionalism and success as a 
teacher. One supervisor explained that teachers may often receive rewards for their excellent 
performance, while teachers with acceptable performance might be rewarded as an 
encouragement to improve. The question was amended as suggested so that performance was 
not narrowed down, but was left open. 
 One of the supervisors noted a repetition in the following questions, which might lead to the 
same answers: 
A- What are the positive aspects of the TE process at primary school? 
B- What are the negative aspects of TE at primary school? 
C- In your opinion, what are the advantages and disadvantages of having three official 
evaluators in the TE process? 
Upon further consideration, it was determined that these three questions would be retained 
unchanged in order to ensure consistency. In addition, while questions A and B are related to 
the process of TE in Kuwait in general, question C focuses on the number of evaluators, in 
particular, which is a specific feature of TE in Kuwait which needed to be investigated from 
participants’ perspectives. 
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 Sample selection  
The same sample of supervisors included those responsible for the four schools in which the 
personal interviews with teachers were carried out. These supervisors were given the 
interview form on the first visit, and arrangements put in place for times to conduct the 
interviews. As with teachers, their consent was sought in relation to recording and personal 
privacy was guaranteed. 
 Sample characteristics 
Table 7.14 illustrates the distribution of the sample according to the variables of age, years of 
experience as a supervisor in general, and years of experience as a supervisor in the existing 
schools in particular. In the academic year 2013/2014, each participating supervisor was 
responsible for evaluating 51, 60, 60, and 61 teachers, respectively. 
1.  How old are you? 
 
Age Frequency 
30-39 2 
40+ 2 
Total 4 
2.  How long have you 
been working as a 
supervisor?? 
Number of years Frequency 
1-2 2 
3-5 2 
Total 4 
3.  How long have you 
been working as a 
supervisor for this school? 
Number of years Frequency 
1-2 3 
3-5 1 
Total 4 
Table 7.14: Rate of respondents’ age and years of experience 
 
 Frequency of teachers’ evaluation feedback 
All four supervisors reported that they conducted 3-4 classroom observations and provided 
between 4-5 feedback sessions with each teacher. They pointed out that, on occasion, they 
provided feedback without conducting classroom observation. These claims are inconsistent 
with the answers given in the questionnaire as to the frequency of feedback received from a 
supervisor. The supervisors identified the factors determining the number of visits for each 
teacher. Teaching experience was one factor, with recently appointed teachers attracting most 
visits. Teacher performance was another key determinant, with low performing teachers, in 
need of more support, receiving more visits. 
181 
 
 Impact of Teachers’ Evaluation on Teachers’ Work in General 
The responses to the question: How would you describe the appraisal and/or feedback that 
teachers received in their schools? are shown in Table 7.15. They were generally consistent 
with those obtained in the questionnaire and personal interviews with teachers. The most 
repeated answers focused on the fact that the evaluation applied in schools was a beneficial 
tool for producing judgements on teacher performance and in providing suggestions for ways 
in which the teacher could undertake self-development. Overall, TE was regarded as a means 
of providing valuable information. 
 
How would you describe the appraisal and/or feedback that teachers received in 
their schools? 
  a. The appraisal 
or feedback 
contained a 
judgment about 
the quality of 
teacher work. 
b. The appraisal 
or feedback 
contained 
suggestions for 
improving 
certain aspects 
of teacher work. 
c. I think the 
appraisal of 
teacher work 
and/or feedback 
provided was a 
fair assessment 
of teacher work. 
d. I think the appraisal 
of teacher work 
and/or feedback 
received was helpful 
in the development of 
teacher work. 
Strongly 
disagree 
0 0 0 0 
Disagree 0 0 1 0 
Agree 3 4 2 1 
Strongly 
agree 
1 0 1 3 
Table 7.15: Number of supervisors describing the appraisal and / or feedback that teachers received in 
schools 
 
All agreed that the evaluation process contained a judgement on the quality of the teachers’ 
performance because, in the formal evaluation process, a distinction had to be made on the 
basis of the teachers’ performance after they had received a classroom visit. Three of the 
supervisors confirmed that the first visit to the school was generally exploratory, involving 
some introductory feedback, clarification of the process, gathering information on evaluation 
criteria, and instructions, where appropriate. One of the supervisors also added that during the 
visits, the evaluation did not enable definitive judgements on the teachers’ performance 
during the school year, but the process was more concerned with giving feedback that was 
useful and practical for the teacher at work. In the final report, however, judgements were 
more explicit. 
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In relation to the statement: The appraisal and / or feedback contained suggestions for 
improving certain aspects of teacher work, all of the supervisors agreed that the evaluation 
process provided suggestions to improve teachers’ performance. One of the supervisors stated 
that evaluation consolidates the positive aspects of the teacher’s performance and reduces any 
negative aspects. Another supervisor reported that evaluation focused very fully on the lesson 
plans and on any weaknesses in the teachers’ performance. 
In response to the statement:  I think the appraisal of teacher work and / or feedback provided 
was a fair evaluation of teacher work, three of the supervisors felt the evaluation process was 
fair, and they provided various reasons for their conclusion. One factor indicating fairness, in 
their opinion, was that teachers were aware of the standards and criteria to be followed in their 
evaluation from the start of every school year. The fact that the evaluation process focused on 
the teachers’ performance in the classroom, through classroom observation, the basis of the 
teachers’ job, was another example, they felt, of the inherent fairness of the system. Further 
illustrations of fairness in the evaluation process stemmed from the assessment of teacher 
performance by professionals at three different levels within the profession approaching the 
task from different perspectives: (1) the head of department evaluating the teacher’s 
performance in terms of teachers in the department; (2) the school principal evaluating the 
performance of the teacher in terms of other teachers in the school; and (3) the supervisor 
assessing the teacher’s performance in terms of the performance of teachers in other schools. 
In contrast, one supervisor felt the evaluation process was not 100% fair because, at times, the 
personal interests of the evaluators prevailed, while in other cases the school administrators 
exhibited bias favouring certain teachers over others. This point was also raised by some of 
the teachers during the personal interviews and in answers provided to the questionnaire. 
In terms of the statement: I think the appraisal of teacher work and / or feedback received 
was helpful in the development of teacher work as a teacher in this school, all four 
supervisors agreed that the evaluation process was useful for the development of the teacher’s 
work, with two confirming that evaluation was helpful because it focused on the PD of the 
teacher, especially for their performance in the classroom. This view is consistent with a large 
proportion of the teachers (84%) who participated in the interviews and considered evaluation 
to be helpful. A supervisor further elaborated that the evaluation process increased the 
teacher’s interest and concentration at work because it addressed the aspirations of the teacher 
to achieve higher ratings and a better evaluation every time. Thus, feedback was taken into 
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account by the teacher who sought to implement it immediately in order to develop her 
performance. 
One supervisor reported three years previously, the evaluation process informed teachers 
about their performance and their strengths and areas for improvement half way through the 
academic year. However, this report was, from her viewpoint, regrettably cancelled in 2011 
with the implementation of the new evaluation policy. On the other hand, two teachers who 
participated in the interviews found that the evaluation was not helpful and noted the 
confidentiality aspect of the final evaluation, claiming the focus of evaluation had 
occasionally centred on marginal issues. They also were unhappy with the lack of an 
appropriate distinction between committed teachers and less committed ones. These points 
were not touched upon by the supervisors sampled, which may be simply a factor relating to 
the relatively small number of participants involved. 
Table 7.16 provides the responses from the supervisors to the following question: Concerning 
the appraisal and / or feedback you have provided at this school, to what extent have they 
directly led to changes in teachers’ job satisfaction and job security? Three out of the four 
supervisors in the sample believed that the process of TE contributed to raising job 
satisfaction, while three supervisors also claimed that the TE process did not affect job 
security. The responses are consistent with the results of the teachers’ questionnaire and 
personal interviews. 
 Changes in 
teacher job 
satisfaction. 
 
Changes in 
teacher job 
security. 
 
A large decrease 0 0 
A small decrease 0 0 
No change 1 3 
 A small increase 3 0 
A large increase 0 0 
Total 4 3 
Table 7.16: Supervisors’ responses to the extent to which TE led to teachers’ job satisfaction and 
security 
 
Two supervisors stated that the process of TE raised job satisfaction if the teacher felt that the 
evaluation process was fair. This is consistent with the views expressed in the personal 
interviews. However, one supervisor reported that she was more interested in communicating 
feedback, taking into account the psychological state of the teacher, addressing negatives in 
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performance in a manner that lifted the spirits and maintained motivation. One supervisor 
confirmed that other factors affecting job satisfaction had a greater influence than that of the 
supervisor during TE, including the treatment a teacher received from the head of department 
and the school administration. 
Three supervisors provided identical views to those teachers sampled on the issue of the effect 
of TE on job security. That is, there was no discernible effect of evaluation on job security 
because the process did not threaten employment status. They identified the impossibility in 
removing a teacher simply as a result of the evaluation process itself. 
One supervisor noted that if the evaluation was fair, it would contribute positively to the 
maintenance of job security. However, negative remarks and unfair evaluation added to the 
frustration of the teacher and decreased job satisfaction, and may be a contributory factor in a 
decision to leave the profession.  
 
7.5 Analysis of Supervisors’ Perceptions of the Interviews 
This section illustrates the supervisors’ views on the open-ended questions.  
7.5.1 The influences of teacher evaluation on teacher professional 
development 
Part one: Impact of having three evaluators in the process of TE ‘In your opinion, what are 
the advantages and disadvantages of having three official evaluators in the TE process?’ 
There was agreement between the four supervisors that having three evaluators provided 
credibility to the appraisal process. However, one supervisor noted that the presence of three 
evaluators could have a negative psychological impact on the teacher, with a constant feeling 
of being monitored. Another supervisor reported the need for every evaluator to specialise or 
pay attention to certain criteria in the evaluation of teacher’s efficiency. For example, one 
evaluator could focus on the teaching and learning practices of the teacher’s performance, 
such as teaching methods and students’ interaction with the teacher, while another evaluator, 
perhaps the school principal, could evaluate the administrative matters, including teacher 
absences and the need for the maintenance of a high level of attendance.  
All of the four respondents agreed in response to the question: In your opinion, do you prefer 
that supervisors are exempted from the process of TE? (Please, explain your answer), that 
they should continue to be involved in the TE process. Each had a different reason for 
believing that their involvement was necessary. Rationale included the contention that the 
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supervisor supports the teacher professionally, and is aware of the teacher’s performance 
through classroom visits. Therefore, they are able to carry out a proper evaluation of the 
teacher but they acknowledged that greater participation of the head of department in the 
process would be desirable.  
Secondly, they felt the teacher needed someone with a perspective that reached beyond the 
scope of an individual school. The supervisor would have that broader vision due to their 
knowledge of the other schools in the district. Thirdly, in light of the various disciplines 
currently taught at the elementary stage, the role of the supervisor is essential in TE because 
they come from the same discipline as the teacher. Usually, teachers give serious 
consideration to feedback provided by the supervisor, who is respected and held in high 
esteem. 
In the next question: What are the most significant supervisor roles in terms of TE? all of the 
participating supervisors reported that their primary task relates to the PD of the teachers and 
in improving their classroom performance. One supervisor confirmed the significance of the 
classroom observation as the main method for the evaluation of teachers in order to provide 
them with supportive feedback. Another supervisor added that supervisors should focus on 
student achievement and their interaction in the classroom. 
7.5.2 The mechanism of supervisors’ feedback 
The following questions are related to the feedback which you provide for teachers at the post 
observation conference after conducting classroom observations: 
1-  What are your priorities when conducting classroom observations? 
All the supervisors confirmed that their top priority when visiting the classroom was to assess 
the extent of student participation and interaction with the teacher. One supervisor reported 
assessing other issues, including the personality of the teacher in the classroom, their ability to 
convey information to the student, their classroom management, as well as their teaching 
method and assessment of the students. Another supervisor stressed the need to see a register 
and lesson plan to assess the extent of its consistency with the actual teaching that was taking 
place. 
2- Do you provide teachers with feedback after the classroom observation? If yes, what 
support does the feedback include for teachers’ professional development? 
The four supervisors confirmed that they gave feedback to the teacher immediately after the 
classroom observation and asserted that they all concentrated on the positive aspects in the 
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teachers’ performance and encouraged teachers to maintain momentum. In addition, 
supervisors also tended to highlight negative elements of a teacher’s performance. While one 
supervisor stated that addressing the negatives aimed to improve performance, another 
believed that attention was paid more to the positives to increase the teachers’ motivation, and 
that any negative aspects were presented in a pleasant and friendly manner. 
Regarding the following question: Have teachers’ accepted the feedback which they received 
from you at the post observation conference? If so, what are the factors that encouraged them 
to do so? If not, what are the factors that hindered teachers’ satisfaction and made them 
object to your feedback? two supervisors gave a positive response, stating that teachers 
always accepted feedback, while one of the supervisors reported that teachers often accepted 
feedback. Another supervisor mentioned that not all teachers took feedback easily, especially 
those with many years of teaching experience. Moreover, the process also depended upon the 
character of each teacher, with some tending to not accept feedback easily, and not 
appreciating the way in which observations were delivered.  
The respondents stressed that the most important factor in teachers’ acceptance of feedback 
was the supervisor’s character and her ability to engage with the teacher, depersonalise the 
feedback, and provide assurances that the comments were not aimed at exposing their 
teaching mistakes but, rather, to identify areas for PD. While one supervisor stressed the need 
not to provoke the teacher through, for example, interfering in the classroom during the 
lesson, another added that the sharing of the final report is a key factor in terms of the 
teachers’ acceptance of feedback. 
In answer to the following question: To what extent have teachers introduced changes into 
their practice according to the feedback which they received from you? (Please explain your 
answers), supervisors’ responses were varied. One respondent reported the impact of 
feedback on performance and their acceptance of recommendations. Another supervisor felt 
that such teachers were quick to improve and avoid negative comments, while some teachers 
did not seem concerned about changing and, consequently, the same issues recurred. Another 
supervisor stated that teachers who were convinced about the feedback would start working 
on changing their performance accordingly. This, in due course, would lead to noticeable 
improvements. This is at variance with the responses of a limited number of teachers during 
interviews, who claimed acceptance of observations was followed by immediate changes. 
Supervisors were asked for suggestions on how supervisors could provide formative feedback 
that had a direct impact on teacher PD. One of the supervisors suggested the need to focus 
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their feedback on the evaluation of key issues, how the teacher dealt with the students, 
classroom management, teaching methods and the use of teaching aids, while another 
suggested more attention should be paid to the teaching practices that affect students’ 
understanding, while secondary and marginal matters should be ignored. 
7.5.3 The anticipated and actual  incentives of teachers’ evaluation 
Answers to following question: What are the impacts of the process of TE on teachers’ 
performance? stressed the fact that evaluation contributed positively to the teacher’s 
effectiveness and led to the improvement of performance in the classroom. This view was 
shared by all respondents.  
Regarding the following question: Have teachers received rewards or recognition due to their 
performance? If so, what are they? If no, could you explain why they have not received any 
rewards?, all four supervisors asserted that the teachers received verbal praise and 
encouragement from the evaluation team. In addition, they explained that the teacher could 
obtain financial rewards, through a bonus system, if they received an overall report score of 
more than 94. Some of the outstanding performers also gained access to training courses or 
promotion opportunities that were as lucrative as becoming a head of department. 
A supervisor added that teachers who achieved an excellent assessment score of more than 90 
in the efficiency report could receive a promotion at work, as part of career level rewards, 
with the value of the reward determined according to the number of years of experience.  
All the participating supervisors in response to the question: In your opinion, what rewards do 
teachers value or desire for their performance?, stated that teachers appreciate the rewards 
that boosted their morale or self-esteem the most highly, in particular written and verbal 
acknowledgements of their successes. Financial rewards, as well as access to PD courses, and 
promotion, came next in the list of their perceptions of what teachers valued in the TE 
context. 
7.5.4 The pros and cons of teacher evaluation  
What are the positive aspects of the teachers’ evaluation process at primary school? 
What are the negative aspects of the teachers’ evaluation you at primary school? 
In common with the teachers’ views obtained from the personal interviews, the four 
supervisors also agreed that the significant positive aspect of TE was in developing teacher 
performance, in addition to increasing student performance and teachers’ motivation. 
Regarding the negative aspects of teachers’ evaluation, three supervisors felt that 
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confidentiality of the final appraisal reports should be removed, while the fourth supervisor 
believed that confidentiality in the final reports was necessary to prevent teachers from 
comparing their scores with other teachers which, in turn, might lead to frictions and 
dissatisfaction among the staff. Three supervisors considered the evaluation standards to be 
clear and specific, while the fourth viewed them to be general and non-specific. 
7.5.5 Definitions of effective teaching and effective teacher evaluation 
Answering the following question: In your opinion, what is effective teaching? all supervisors 
confirmed that effective teaching meant the need for the students to play an active role in the 
learning process. This answer is consistent with the views of the teachers taking part in the 
interviews, in that the student should make a positive contribution to the lesson. Another 
supervisor added that effective teaching is the result of students being able to understand and 
benefit from the lesson and, as confirmed by others, effective teaching is one in which the 
objectives of the lesson are achieved. 
The supervisors provided various suggestions in their replies to the question: How do you 
think teachers should be evaluated? Evaluation should be continuous over stages throughout 
the year, and not only at the end of the school year. In addition to this, the teacher should be 
given access to their final report. The teacher’s self-evaluation should be re-activated. The 
students’ level of achievement should be taken into account in the final report, and, finally, 
administrative issues, absences, and leave from the school should all be taken into 
consideration.  
7.5.6 Further supervisors’ comments 
Three supervisors took up the invitation in the question: Are there any further comments you 
want to add about the process of TE? They offered the following suggestions: 
1. The current evaluation criteria are general and open to several interpretations. As a 
result, they do not include the specific detail pertaining to the teacher’s actual work 
with students in the classroom. In light of this they should be reviewed and modified. 
2. The final summative report should be shared with the teacher being evaluated. 
3. There is a need to develop the teaching license system so that teachers do not assume 
their jobs are permanently secure, irrespective of whether they produce a high or low 
performance. 
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7.6 Summary 
This chapter has presented the second phase of the adopted MMR. It provides an analysis of 
teachers’ and supervisors’ perspectives on the content of TE feedback, its frequency, the 
inclusion of three official evaluators, and the incentives that teachers receive as a consequence 
of TE. The findings show that supervisors were more inclined to report TE as a positive 
means of developing teachers PD than teachers. In addition, the analysis highlights the fact 
that the maintenance of the confidentiality of the final report hindered teachers’ PD, whereas 
the presence of three evaluators provided, from the teachers’ perspective, a fair evaluation 
process.  
The findings lead to the conclusion that TE in Kuwait focuses on extrinsic incentives, such as 
bonuses and letters of thanks. It is evident that there was a common understanding between 
evaluators and teachers as to what constituted effective teaching.  
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Chapter Eight: Data Interpretation and Discussion 
 
8.1 Introduction  
This chapter provides a detailed interpretation and discussion of the data in relation to both 
the main research question and subsidiary questions. It contains significant findings based on 
the various data methods and sources, as detailed in the previous three chapters. In Chapter 
Five, a comparison was made of documentary analyses of conceptual TE policy in both 
Kuwait and England. This was followed, in Chapter Six, by a focus on teachers’ perceptions 
on the applied OECD (2009c) questionnaire. Chapter Seven provided the perceptions of both 
teachers and supervisors garnered from the interviews.  
This chapter begins with a brief overview of the research questions and organisation, followed 
by a summary of the significant findings and their place in the research methods and sources. 
This subsequently highlights the causes within the TE structure that affects teachers’ PD. The 
chapter then provides a discussion of the TE structure in Kuwaiti primary schools, in terms of 
the two main TE approaches i.e. summative and formative evaluation, whilst also addressing 
the purpose of evaluation, namely accountability and PD. This discussion also highlights TE 
rules and resources; in particular, the extrinsic and intrinsic incentives, and the evaluators’ 
positions and numbers involved, during evaluation. The chapter also identifies the common 
vision and values held by teachers and supervisors with respect to current TE rules and 
resources. The chapter concludes by addressing the positive aspects of adopting a multi-
evaluator method, which is applied in the TE mechanism in Kuwait and, in turn, offers a 
proposal for an effective TE mechanism for the country.    
 
8.2 Research Questions and Investigation 
The present research investigates TE policy and practices in Kuwaiti primary schools, in 
relation to providing teachers with opportunities to improve their professional competencies. 
The critical realist paradigm facilitates understanding of the underpinning factors that 
determine teacher effectiveness and the features of successful teacher evaluation, whilst also 
highlighting the significance of investigating the causal power within the TE structure that 
enables or constrains teacher agency. In light of this, the main research question for this study 
is: 
How can teacher evaluation in Kuwait be improved? 
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Addressing this overarching research question also raised the following subsidiary research 
questions:     
1- What are teachers’ perceptions of current teacher evaluation processes in Kuwaiti 
primary schools in relation to frequency, focus, and impact of feedback? 
2- What are supervisors’ perceptions of current teacher evaluation in Kuwaiti primary 
schools in relation to frequency, focus, and impact of evaluation? 
 
 
To address these questions, the study is based on Bhaskar’s (1993) transformational model 
(detailed in Section 4.6), which indicates individual agents (e.g. teachers) are crucial in 
bringing change and improvement to certain social contexts (e.g. schools). In addition, the 
theoretical research framework, detailed in Section 4.11, is built upon motivational and adult 
learning theories including feedback and expectancy theories, which emphasise the teachers’ 
role in continuing professional development. The TE structure was analysed according to 
Porpora’s (2015) conceptualisation of social structures, which highlights TE policy as text 
and discourse, as detailed in Section 4.5. 
The research investigation began by conducting a comparative study on the 2012 conceptual 
TE policies applied in Kuwait and England. This approach revealed both similarities and 
differences in the two contexts and these are detailed in Chapter Five, providing a thorough 
analysis of current TE policy in Kuwait compared to that of a developed country. The most 
significant differences were twofold: first, in England, TE standards are learner-centred, as 
opposed to the system in Kuwait, which is teacher-centred. The second aspect is related to 
teachers’ roles in TE. In England, the policy assumes teachers will take an active involvement 
in setting TE objectives and evaluators will share their summative feedback reports with 
them. Kuwaiti counterparts may not benefit from such processes, as teachers are evaluated 
throughout the year according to the subjects’ pre-determined goals, and the final summative 
reports are not shared with the teachers. One could suggest, therefore, that an investigation of 
the differences evident in England’s TE policies, and reference to adult learning and 
motivational theories, could provide guidance for an effective critique of some familiar 
practices in Kuwaiti schools that might benefit from change.   
Furthermore, to answer the subsidiary question: What are teachers’ perceptions of current 
teacher evaluation in Kuwaiti primary schools in relation to frequency, focus, and impact of 
feedback?, the research applied the Creswell & Plano Clark, (2011) transformative mixed 
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methods design in order to ascertain and investigate teachers’ perceptions. According to 
motivational theories in the workplace, factors such as effective feedback and fulfilling 
teachers’ expectations and needs can stimulate teachers’ PD. In the first phase of research, the 
OECD (2009c) questionnaire (Appendix A) was administered to 475 primary school teachers 
from 4 districts. The data analysis is detailed in Chapter Six, where the empirical study 
examined teachers’ perceptions on TE feedback focus, frequency and impact on teachers’ 
personal careers and pedagogical practices. In the second phase, interviews were conducted 
with 12 teachers and 4 supervisors from the same district. These provided more in-depth 
opinions of teachers’ evaluation, rules, feedback and incentivising resources, as well as the 
evaluators’ role and their power derived from their position. 
This chapter provides ‘a conclusion generated through an integration of the inferences that 
have been obtained from the results of the QUAL and QUAN strands’, which is called ‘meta-
inferences’ (Teddlie & Tashakkori, 2009, p. 152). However, the decisions for the data 
analysis within this chapter were driven by the following:  
             ‘Decide on the analyses that will best provide evidence for the    
             transformative lens; 
             Decide to what extent the results uncover inequities, and call for  
             change’ (Creswell & Plano Clark, 2011, p. 220).        
                                                                         
 
8.3 An Overview of the Significant Findings and Research Methods  
The research provided a number of significant findings as inferred from the key sources, 
including teachers, supervisors and TE policy documentation. Additionally, the use of various 
sources and methods in this research contributed towards data validation, enabling effective 
comparative analysis and facilitating relevant interpretations. A brief comparison of the 
qualitative data was conducted (Chapter Seven) and interpreted in accordance with the 
previous findings from the interview pilot study (Appendix G). The questionnaire findings in 
Table 8.1, introduces a summary of the significant findings, including both obstacles and 
positive indicators within TE in Kuwait. It also provides a cross-check of the data, according 
to the provision of evidence for the findings within the applied methods and sources.  
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Description of TE mechanisms in the context under study and the 
sources of data  
    TE mechanism seeks to achieve two goals: PD and accountability, but 
it is more inclined towards accountability and administration needs. 
    TE is effective in terms of providing a good deal of feedback, given 
the presence of three official evaluators; namely the head of 
department, supervisor and principal. However, the mechanism seems 
to have some weaknesses in the frequency of peer review, with 
approximately 33% of teachers selecting ‘never’ on the questionnaire. 
    Teachers seemed to be marginalised in the TE mechanism, 
particularly in two areas: first, teachers are not allowed to access their 
own summative evaluation reports, and second, they do not 
participate in setting the appraisal objectives.   
    It is clear that the head of department is the most effective since 
he/she interacts with teachers on a daily basis and given his/her 
knowledge of the needs of the classroom. The findings of the 
questionnaires showed that 37.9% and 26.5% of the teachers chose 
‘more than once per month’ and ‘monthly’ for feedback, respectively. 
    Evaluators have a crucial role in terms of promoting PD. They all 
provide feedback, even though it might not seem as profound and 
detailed. Findings have shown that only 11% of the total number of 
teachers did not receive feedback from their supervisors. It was also 
noted that most of them have either recently been recruited or have 
more than 11 years’ experience. The majority of teachers in the 
interviews also highlighted that the feedback received from the 
supervisors is not as effective as to the feedback given by the head of 
department.   
    The TE mechanism focuses on extrinsic incentives to motivate 
teachers. It was noted that most of the teachers in the empirical study 
appreciate these incentives. 
    The mechanism was deemed as costly and time-consuming due to the 
presence of three official evaluators; thus, for a full appraisal cycle in 
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one academic year, every teacher is subjected to at least 14 meetings 
divided between three appraisers (the supervisor and principal each 
conducting two to three classroom observations, and the head of 
department carrying out approximately one appraisal a month). 
    The variable of teaching experience has an influence on teachers’ 
perceptions. The most differences occurred between the groups ‘0-5 
years’ and ‘11 years or more’. That is, teachers with 0-5 years’ 
experience were less satisfied with changes on the followings items: 
professional development, monetary reward, work responsibilities, 
development or training plan, handling student discipline and 
behaviour problems. 
    The nationality variable has a stronger effect on teachers’ perceptions, 
which exceeded the effect from the variables number of years in 
teaching and the department to which teachers belong. This was 
because non-Kuwaiti teachers tend to report no changes in their 
salaries as a result of the TE.  However, they are more likely to report 
large changes in terms of ‘classroom management’ and ‘knowledge 
and understanding of [the] main subject field’. 
    Approximately 67% of the teachers in the sample felt that the 
evaluation was fair and useful. Similarly, while 55% thought that it 
increased job satisfaction, 49.3% believed that it reinforced the sense 
of job security. In contrast, 50% of the Science teachers with 6-10 yrs 
experiences found the evaluation process to be unfair, while 40% of 
them thought that the process reduces job satisfaction, with 25% 
reporting no effects on their job satisfaction. As for teachers in the 
scientific departments who have 0-5 yrs of experience, they seemed to 
agree with those having 11+ yrs of experience in that evaluation is 
fair and leads to job satisfaction.  
Table 8.1: Cross-checking significant findings between various sources and methods 
 
8.4 Overview of the Causal Power within TE Mechanisms in Kuwait 
The research findings indicate that the causal power (causes and effects) within the 
mechanisms of TE in primary schools in Kuwait constrains teacher agency. These causes are 
provided in Figure 8.1, in the form of a constraint-reproduction path (depicted by the 
downward arrows). However, there are limited indications that enable teacher agency, such as 
the multi-evaluator method, the heads of department roles, and the presence of valued 
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monetary incentives. These are depicted by the upward arrows for the enable-transformative 
path in Figure 8.1. 
 
 
  
  
   
  
  
 
 
 
 
 
   
    
 
 
 
 
 
Figure 8.1: The potential causal power influencing teacher agency in Kuwait  
 
The present study integrates the ‘Agency-Structure and Micro-Macro’ levels (Ritzer & 
Stepnisky, 2014, p. 536) (see Figure 8.1). It is evident within this research that the resultant 
outcomes emerged due to the overlapping of the components levels, which are predominantly 
driven by accountability purposes to fulfil administrative demands (as depicted in Figure 8.1 
by the triangle area). Thus, the potential causes that may have hindered and promoted teacher 
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agency in the TE mechanism in Kuwait arise from three main levels; namely society, the 
organisation and individuals.  
The social-macro domain has been addressed, and the national cultural values and economic 
factors investigated, in Chapter Three. These factors were shown to shape teachers’ status 
within a society in the ‘long-term’ (Bush & Middlewood, 2013, p. 108). It is further evident 
that Islamic values foster teachers’ enablement and improvement (see Section 3.4.1). These 
assumptions are in accord with those scholars who were interested in studying this area of 
work, and analysing it from an Islamic perspective (AL-Gousi, 2009; Ahmad & Owoyemi, 
2012; Jaafara, et al., 2012; Al-Munajjid, 2015). In addition, the Kuwaiti government’s recent 
(2011) endorsement of a raise in teachers’ salaries has contributed to teachers’ satisfaction 
and helped fulfil teachers’ monetary expectation. However, previous theories and empirical 
research has included the paradoxical assumption in regards to monetary rewards in 
influencing PD (Burgess & Ratto, 2003; Firestone, 2014). This will be discussed in detail in 
Section 8.7. 
In terms of the organisational level (depicted in Figure 8.1 by the large circle), the research 
focus on TE structure has provided findings that clearly show TE practices are framed by TE 
policy, and that there are conditions that potentially constrain teacher agency. This can be 
summarized under five distinct headings: (1) teacher standards; (2) the mechanism of 
summative evaluation; (3) low intrinsic incentives; (4) low level of peer review; and (5) the 
absence of self-evaluation. These points will be explored in detail within in the coming 
sections.   
The research findings further revealed that there are two approaches to TE, summative and 
formative assessment, which is in line with TE policies in other nations and within the 
practices outlined in the existing body of literature pertaining to TE (Hargreaves & Braun, 
2013; NEA, 2015a). That said, differences have also been noted in the processing of the 
summative evaluation practices within the Kuwaiti context which will be explained in the 
sections following. 
 
8.5 Summative Evaluation and Accountability Purposes 
Based on the answers to the questionnaire, 64.2% of participating teachers perceived teacher 
evaluation in Kuwaiti primary schools to be merely a means of fulfilling administrative 
purposes. This figure is higher than the TALIS average of 44.3% (OECD, 2009a). All the 
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interviewed teachers and supervisors agreed that TE includes judgements and ranking of 
teachers’ effectiveness based on national teacher standards. TE literature suggests that these 
indications reflect authoritarian managerial practices within a performance based culture 
(Jeffrey, 2002). In particular, with the application of PRP in Kuwait, categorizing teachers as 
excellent by scoring 90% or above, and the linking of that assessment to certain privileges, 
such as bonuses, promotion, or opportunities for postgraduate study leave, has consolidated 
that perception.  
While many countries have also recently linked summative evaluation results with career 
advancement, rewards and sanctions (Isore, 2009), some researchers have raised doubts about 
the fairness of these judgements (Ball, 2003). Moreover, Campbell et al., (2003), and Muijs 
and Reynolds, (2011) assert that teacher effectiveness is influenced by the underpinning 
structure and individual factors within each classroom. The CR assumptions of the stratified 
reality, where classroom practices are assessed through observation within a limited time 
period, are insufficient to determine teacher effectiveness (Bhaskar, 1993; Campbell, et al., 
2003; Borich, 2014). In a study by Al-Yaseen (2007), results showed that the majorty of 
teachers in Kuwait felt stressed by the process of classroom observation, while the findings in 
this present research revealed that the evaluators’ judgement were, on occasion, perceived to 
be superficial. For example, one teacher stated that:  
‘There were issues in the classroom beyond my control, such as a lack of 
educational tools, whereas my supervisor recommended on implementing 
specific experiments, which could be the responsibility of the science 
technician to provide the requirements.’ 
 
Another teacher claimed that: 
‘When making judgements, minor issues like the teachers’ dress code are 
mentioned…Sometimes, there is so much focus on less important matters, 
which can also include Science teachers not wearing the lab coat given their 
specialty.’ 
 
This dissatisfaction is due to the teachers’ concern over the possibly inaccurate assessment of 
their effectiveness based on a set of criteria that they either do not know or do not agree with. 
Recent literature suggests TE should differentiate between the teachers’ overall effectiveness 
based on the classroom environment, including the availability of resources in each classroom 
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(Campbell, et al., 2004; Muijs & Reynolds, 2011), over which the teacher may or may not 
have ultimate control.  
The four supervisors that were interviewed all emphasised the fact that the evaluation process 
led to decision-making. However, one supervisor reported that:  
‘The aim of the observations during the year is to improve teachers’ 
performance and provide them with on-going technical assistance feedback, 
without judgements or ranking performances, whereas the final summative 
reports include a clear numerical judgement.’ 
 
One could, therefore, assume, that the interviews revealed contradictory findings, with 
supervisors stressing that they provided feedback in a collegiate manner with a focus on 
improvement, not rating. Some teachers could be frustrated by this contention if they only 
considered evaluator practices as part of the assessment/evaluation process and not as a tool 
for PD.  
This discrepancy between the views of evaluators and those evaluated has been identified in 
the studies of Al-Khayat & Dyab, (1996) and Al-Mutawa and Al Watfa (1997), conducted in 
Kuwaiti schools, in which they addressed TE criteria and the rating of teaching practices. 
From the CR theoretical perspectives, the relative position of the evaluator and the person 
being evaluated, and their relationship pertaining to TE, re-enforces the hierarchical nature of 
the evaluation, despite attempts on the part of some evaluators to emphasize their roles as a 
mentor (Porpora, 2015). Some teachers continue to perceive the supervisors’ views as more 
than constructive advice, and see them as directions to be followed and, hence, as a means of 
controlling their teaching methodology.  
Relating to this, it has been recommended in Alqahtani’s (2015) study, that training sessions 
on motivational language should be delivered for school principals in Kuwait, in order to 
facilitate the interaction during post-observation conferences. In addition, the majority of the 
principals in Al-Azemi’s (1995) study indicated their own needs for training in order to 
conduct evaluations more effectively, while Al-Jaber (1996), recommended specified training 
sessions in setting goals and in improving staff performance.  
A stated key purpose of the summative evaluation in the Kuwaiti system is to identify 
underperforming teachers. One supervisor stated that: 
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‘If an underperforming teacher does not improve, a decision is taken to 
transfer her (him) from the teaching profession to fill other administrative 
positions, and thus lose the remunerations offered to teachers’.  
 
However, she added that ‘this is very rare, as most of them improve with the supportive 
process in place, in particular, intensive classroom observations’. This conclusion was 
confirmed by the questionnaire findings, which showed that 74% of the teachers disagreed 
with the following statement: ‘In this school, a teacher is dismissed because of a sustained 
poor performance’. However, TE regulations in Kuwait only provide guidance for the appeals 
procedure, whereas other countries include detailed proposals within their policies for 
improving underperforming teachers (Santiago & Benavides, 2009). One example of this is in 
England, where capability regulations ensure that teachers participate effectively within the 
monitoring period (detailed in Section 5.4.9) (DfE, 2012b). Findings also showed that the 
supervisors were responsible for the guidance of underperforming teachers; however, the 
empirical scope of this research does not provide details on the teachers’ roles within this 
process.  
In conclusion, then, the purpose of summative evaluation in Kuwait is to ensure that teachers’ 
effectiveness meets the minimum standards set out by the school (detailed in Section 5.4.8). 
Nevertheless, the findings also showed that the consequences from summative evaluations are 
only relevant for two minority groups: the outstanding and the underperforming classroom 
teachers. In other words, these two groups are the only ones who know how they have been 
rated within the summative assessment. For underperforming teachers, this is because they 
will experience negative outcomes if they are rated unsatisfactory (i.e. disciplinary procedures 
invoked). For outstanding teachers, there could be tangible, positive outcomes (i.e. financial 
or other rewards). This is not dissimilar to many TE policies in various other countries 
(Santiago & Benavides, 2009), although the difference occurs in the processing of the 
summative evaluation.  
The findings in this study showed inequalities in accessing the summative annual reports 
between the teachers and evaluators, as a result of the confidentiality procedures currently in 
place. All teachers are prohibited from having access to his/her final report. Interestingly, in 
relation to this, the results also showed that only 1 out of the 475 teachers in the quantitative 
phase reported that the denial of access to the summative report was an actual drawback. The 
participant stated that ‘we do not look at our summative evaluation reports at all’. Despite 
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only having 3-5 years teaching experience, she saw this as a potentially negative element of 
the system. That the other 474 participants did not express such a view could indicate the 
familiarity and acceptance of the procedure by teachers in Kuwaiti schools.  
Following Giddens’ (1984, p. 86) insight that routines ‘represent the institutionalized features 
of social systems’, the confidentiality procedure has been a consistent feature of summative 
reports. However, most of the participants interviewed (10 teachers and 3 supervisors) agreed 
upon the disadvantages of the confidentiality practiced in the final reports. One interviewed 
teacher felt this was hypocritical, stating: ‘In our schools, children are allowed to view their 
exam results while teachers are not allowed to view their final TE summative reports’. 
Another teacher asked: ‘How can I improve my performance for next year if I don’t know my 
drawbacks for this year?’ Similarly, another teacher reported: ‘It is easy to guess that I had a 
distinction in my reports because of the monetary award that I have received, but it would be 
more motivating if they let me view my report’. This highlights the fact that even excellent 
teachers could utilize feedback to further improve their competencies. Much of the current 
literature on TE pays particular attention to teacher engagement in the evaluation cycle, where 
teachers are motivated to participate in decision making, and discuss their strengths as well as 
areas for further improvement with their evaluators (Latham & Locke, 1979, p. 75; Day, 
1999). 
Despite the secrecy of the final summative reports, one teacher reported that her supervisor 
had informed her that she had a distinction when she indicated her intention to retire. It is 
evident that the supervisor ‘resisted external norms and regulations’ as she understood that the 
constraints imposed by the confidentiality of the reports could negatively impact on the 
teacher (Toom, et al., 2015, p. 615). Conversely, the literature clearly showed that while the 
results of the summative evaluations are important to officials, they are of equal significance 
for teachers who wish to improve their performance, and to take decisions about their 
personal careers (Hoy & Miskel, 1996; Isore, 2009).  
It should be noted that most TE policies in developed countries grant teachers full access to 
their final reports (Santiago & Benavides, 2009). In England, for example, teachers receive a 
‘written appraisal report’ (DfE, 2012b, p. 7) and they have the right to see comments, along 
with the opportunity to conduct a meeting with the evaluator to discuss the contents. The 
report may then be modified on the basis of what has been discussed with a teacher. 
Furthermore, the UK policy also states that: ‘The desire for confidentiality does not override 
the need for the head teacher and governing body to quality-assure the operation and 
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effectiveness of the appraisal system’ (DfE, 2012b, p. 14). It is important to note that the TE 
summative reports are considered a valuable source for enhancing both teachers’ and schools’ 
performance. In addition, third parties in TE practices in England can also have access to 
these reports and review where necessary, if it is in the best interests of the institution and the 
individuals (Alexander, et al., 2010).  
Returning to this present research, findings show that only one out of the four participating 
supervisors insisted on the benefits of maintaining confidentiality. She pointed out that ‘the 
disclosure of the summative evaluation reports will cause hassle among teachers due to the 
dissatisfaction status as a result of a comparison with others’. It can be easily inferred from 
the supervisor’s statement that one of the concerns at the ministerial level relates to the 
potentially adverse effects of feedback on human relationships. In a meta-analysis review of 
131 empirical studies, DeNisi and Kluger (2000) drew attention to the negative effects of 
feedback on 38% of research cases; yet in spite of this, they still recommended that feedback 
should not be excluded from the evaluation process, but rather it should be focused on task 
performance, including genuine information and be presented within a formal goal-setting 
plan.  
Prior to 2001 in Kuwait, teachers were given full access to their final reports. However, this 
right was cancelled without notice or consultation and now only teachers with unsatisfactory 
performances receive their reports, along with the right to appeal within 15 days. This is due 
to the high stake decisions that may be taken following a negative assessment, including 
dismissal or transfer to a non-teaching profession. However, some literature revealed that TE 
outcomes rarely result in such high stake decisions being taken. This is largely due to two 
factors. The first factor is related to the evaluators’ resistance, as a result of their collegial 
relationships with teachers, to condemn colleagues. A related factor may be their realisation 
that there has been ineffective supervision, lack of time or training, all of which might be, in 
part at least, the responsibility of the evaluator (Hancock & Settle, 1990; Weisberg, et al., 
2009; Stiggins, 2014). The second factor refers to ineffective TE processes, which could lead 
to unreliable judgements that persuade official evaluators to avoid being involved in high 
stake decisions (Darling-Hammond, 2013; Stiggins, 2014).  
Similarly, research on educational policy reform has emphasised the significance of using 
pilot studies to ensure the effectiveness of changes and to explore stakeholders’ perceptions 
on these reforms before full implementation (Danielson & McGreal, 2000). In addition, 
policy-makers need to adopt TE regulations that support equity in the information flow, so 
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that all participants can benefit from a transparent vision for improvements (Laukkanen, 1998; 
Danielson & McGreal, 2000; Hargreaves & Braun, 2013).  
Where such procedures are applied, the objectivity of both the data collection and the 
outcomes in the summative reports contribute towards establishing defensible decisions 
(Wise, et al., 1984; Wragg, et al., 1996; NEA, 2015a). Examples of this include an 
assessment of relevant student characteristics when evaluating teachers’ effectiveness and the 
engagement of teachers in the processing and decision-making that form part of the final 
reports. It is not an unreasonable assumption that this could increase teachers’ receptivity to 
the final conclusions in the summative report, and to any outcomes stemming from it.  
There seems to be a consensus that summative TE is conducted for accountability purposes, 
for quality assurance of teachers’ performance based on certain standards, and to reward 
excellent performers (Trethowan, 1987; Poster & Poster, 1997; Danielson & McGreal, 2000). 
However, this current research found that the summative TE is linked to teachers’ recognition, 
and monetary and non-monetary incentives, which indirectly contributes to teachers’ PD. 
These points will be discussed in detail in Section 8.8. Nevertheless, the achievement of 
successful teachers’ professional development is contingent, to a considerable extent, upon 
the formative evaluation approaches adopted, as will be explained in the next section (Fullan, 
1993). 
 
8.6 Formative Evaluation and Professional Development Purposes 
Currently, various stakeholders are involved in TE (Hargreaves & Fullan, 2012). Data in this 
study showed that teachers in Kuwait are not isolated, as three official evaluators are 
accountable for providing the teachers with approximately 12 formal TE feedback sessions 
(2-4 from each of the supervisor and principals, and 5-7 from the head of department). It is, 
apparently, considered an effective TE mechanism when feedback frequency is taken into 
account as an indicator (OECD, 2009a). Moreover, it is agreed that feedback can have a 
powerful influence over teachers’ learning and motivation (detailed in Section 4.11.2) (Hattie 
& Timperley, 2007). Several studies have confirmed the usefulness of TE feedback in 
teachers’ PD (Tuytens & Devos, 2011; Delvaux, et al., 2013).  
This study found that the influence of feedback varied, depending on the evaluator’s position 
and specialism. The data showed that the feedback from the heads of department and 
supervisors, whose specialist subject was the same as that of the teacher, was a positive factor 
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in leading to improvement. It was noted that the teachers perceived the feedback from the 
head of department to be both sustainable and supportive. Two teachers explained that due to 
daily interactions they and the students had with the head of departments, the heads held a 
better understanding of the teachers’ circumstances, the school environment and the available 
resources. This mirrors Campbell et al., (2004), who emphasised that the complexity of 
assessing teacher effectiveness (detailed in Section 2.4) demands an experienced evaluator, 
immersed in the cultural and structural factors within the school and classrooms.  
In addition, some teachers indicated that their open collegial relations with the head of 
department encouraged them to engage in frank discussions about where they needed to 
improve. As in the literature, these current research findings demonstrated that the closer in 
hierarchal positions between a teacher and his/her evaluator, the greater the elimination of 
control over teacher agency. At the same time, such pairings also encourage teachers to 
engage in open discussion and reflection (Coe, 1998; NEA, 2015a). Interestingly, the TE 
policy in Kuwait limits the head of department contributions to only 20% of the total annual 
grade arrived at from the summative reports and allocates the remaining 80% to the 
supervisor and the principal, who both provide 40% of the final grade.  
It is largely accepted that teachers perceive leadership roles in TE to be for accountability 
purposes (Firestone, 2014), whereas the current findings provided evidence that, due to their 
specialism in a subject, supervisors do contribute towards teachers’ professional development. 
However, the findings also highlighted a weakness due to the limited number of feedback 
sessions offered to teachers (i.e. 2-3 feedback sessions throughout the academic year). Al-
Sane et al., (2011) explained that the supervisors’ heavy workload in Kuwait can have a 
negative effect on their overall tasks and duties. In addition, their positioning outside the 
school boundaries provides them with fewer opportunities, when compared to the head of 
department, to interact with the teachers, students, and the school as a whole. Nevertheless, an 
interviewed supervisor commented that, 
‘Most supervisors have comprehensive views on various teaching practices 
due to their visits to different schools district, as compared with head 
teachers’ experience who are usually situated within their own school 
boundaries.’ 
 
In contrast, two of the participating teachers found the supervisors’ feedback, in their opinion, 
to be highly subjective, as it focused on what they perceived to be minor issues or issues that 
were not under the teacher’s control (as explained earlier in Section 8.5). Much of the work 
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from Campbell, et al., (2004), Dimmock and Walker (2005), and Muijs & Reynolds (2011) 
demonstrate that teachers’ effectiveness is very much related to the classroom context, and in 
particular student characteristics, subjects, teachers’ roles, and the cultural and structural 
factors within schools. However, findings showed that all the teachers accepted the 
supervisors’ feedback and went on to revise their own teaching practices in the light of the 
supervisors’ views. This showed that the teachers are receptive to information and guidance. 
No evidence was found within TE of a policy that enabled teachers to be involved in 
discussions and reflections with their supervisors. 
In terms of the feedback provided by the school principals, the findings showed that this 
focused primarily on administrative matters such as monitoring attendance levels for pupils 
and teachers. In Kuwait, teachers’ absence is considered to be a significant problem, as 
absenteeism rates have reached 30% within the Jahra Educational District (MoE, 2014). 
World Bank studies (2009) draw attention to the two major causes of teachers’ absenteeism in 
developing countries; lack of teachers’ sense of duty to meet their responsibilities, and 
limitations in managing teachers’ performance (Rogers & Vegas, 2009). This finding concurs 
with other empirical educational research that highlights both internal (i.e. teachers’ 
beliefs/attitude) and external (cultural/structural) domains as shaping the teachers’ agential 
roles and actions over time within their schools (Priestley, et al., 2012a; Reid, 2014).  
It can be concluded that school attendance and commitment to adherence to administrative 
regulations are among the main aims of promoting high teaching standards in TE policy in 
Kuwait. While some literature states that on-going formative feedback should be linked to the 
summative evaluation criteria (NEA, 2015a), this current research saw an acceptance by 
teachers of the heavy workload they laboured under due to administrative requirements. 
Concentration on meeting those requirements negatively impacted upon teaching tasks. There 
also seemed to be issues of principals showing favouritism towards teachers for their efforts 
in non-teaching tasks which they valued more highly than achievements directly related to 
teaching. This apparent effect is also confirmed in the study by Emara & Alyaqout (2015).    
As discussed above, TE in Kuwait is led by three hierarchal evaluators. All evaluation 
activities are based upon classroom observation, before which teachers receive specific 
guidelines. It could be suggested that evaluators have a very wide ranging role, both in terms 
of assessment, and in how they aid subsequent performance improvement of individual 
teachers. This situation becomes even more interesting, particularly in terms of how to 
achieve ‘incompatible targets’ within the same observation (Hancock & Settle, 1990, p. 11; 
Cardno, 2001). In light of this, recent TE literature has been inclined to separate the practices 
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of summative and formative evaluation, and to allocate the supervisors’ (external evaluators) 
review with the summative approaches, whilst peer review is recommended as part of a 
formative approach to PD (Glickman, 2002; NEA, 2015a). That said, even with TE policies 
that are based on an ‘appraisee-centred’ method, as is the case in England where teachers’ 
rights to negotiation and reflection are preserved, some empirical evidence showed that 
teachers perceive the hierarchical power and control structure as resulting in evaluators 
‘imposing their agenda’ (Wragg, et al., 1996, p. 129). Consequently, there are more calls than 
ever for a process that engages teachers in evaluation approaches and which make teachers 
accountable for their own PD within the TE mechanism (Day, 1999; Goldstein, 2010). It is 
imperative to include teachers in determining the observational purposes, data collection 
methods and decision-making of the school and curriculum (Day, 1999; Cardno, 2001).   
8.6.1 Peer reviews      
It is generally accepted, including by those involved, that peer review is a supportive and 
developmental process (Head & Taylor, 1997; NEA, 2015a). Despite this, the results in this 
study revealed that the frequency of peer reviews conducted in Kuwaiti primary schools was 
very low. Table 8.2 provides evidence of teachers’ responses, in which 62% responded 
between ‘never’ and ‘twice per year’ when asked about the number of peer reviews in which 
they had been involved.  
 Questionnaire findings Teachers interviews 
findings 
 Frequency Percent Frequency Percentage 
Never 156 32.8 2 16.7 
Once every three years 19 4.0 1 8.3 
Once per year 63 13.3 0 0 
Twice per year 58 12.2 5 41.7 
Total  
(Never- Twice per year) 
Low peer review 
frequency 
296 62.32 8 66.6 
3 or more times per year 38 8.0 3 25.0 
Monthly 52 10.9 0 0 
More than once per 
month 
50 10.5 1 8.3 
Total valid responses 436 91.7 12 100 
99.00 Missing 39 8.2 0 0 
Total ( participants) 475 100. 12 100 
Table 8.2: Teachers’ responses on the frequency of peer review in the questionnaire and interviews 
 
206 
 
The results displayed here are likely to be related to the fact that TE legislations in Kuwait do 
not include any requirement or structured opportunity for peer review (MoE, 2002). It is 
considered to be an entirely informal practice and entirely dependent on the administrators’ 
encouragement and discretion, as well as teachers’ willingness to be involved. In the light of 
this, it can be argued that the findings cannot provide a clear explanation for the lack of peer 
review, whereas existing TE literature states the lack of collaboration, and the prevalence of 
traditional teaching ‘behind closed doors’ (Muijs & Reynolds, 2011, p. 197), sometimes 
summed up as the ‘my classroom, my pupils, my business’ approach.  
Researchers consider peer review as an effective method for improving teachers’ 
performance, as it is conducted within a collegial climate, with provision for open discussion 
and without fear of formal judgements and their consequences (Trethowan, 1987; Wragg, et 
al., 1996; Goldstein, 2010). However, peer review is rarely included, comparatively speaking, 
as a formal practice in TE policies, even though it has been introduced in the evaluation 
programmes of many US states20 since 1980 (Danielson & McGreal, 2000).  
Several practitioners have pointed out that teachers tend to refrain from revealing their 
weaknesses in discussions with their superiors for fear that it may affect their promotion 
prospects, or financial, or other rewards at work (Harris & Muijs, 2005; Hargreaves & Fullan, 
2012; Darling-Hammond, 2013). In respect to the current findings, all 12 teachers interviewed 
omitted any reference to any shortcomings in their performance, perhaps indicating the 
natural reaction of teachers when it came to, as they perceived it, defending their own 
performance. As defined by Argyris (1985) ‘defensiveness is the tendency to protect oneself 
and others from potential threat or embarrassment’ (Cardno, 2001, p. 149). It can be 
postulated that this unwillingness to engage in interactive dialogue with supervisors could be 
an obstacle that hinders the professional development of teachers.   
Recent TE literature has addressed the formative and summative evaluation processes 
separately (Barber, 1990; Poster & Poster, 1997; Bollington, et al., 1990; NEA, 2015a). The 
findings showed a high rate of peer review in the English Language departments of the 
schools studied, reflecting the significance of the teaching subject when investigating TE in 
schools. From this, it is apparent that further research on the effectiveness of peer review is 
needed (Sanif, 2015). 
                                                 
20 ‘Columbus and Toledo, Ohio; Rochester, New York; and Poway, California’ (Danielson & McGreal, 2000, p. 
58). 
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8.7 Extrinsic and Intrinsic Incentives 
The majority of previous TE research examines the impact of feedback from leaders in 
stimulating teachers’ PD (Tuytens & Devos, 2012; Delvaux, et al., 2013). The current study 
also explored TE incentives, an area in which there have already been several research studies 
that distinguish between internal and external incentives and their underpinning theories. 
These theories are often related to the psychological and economic theories respectively 
(Johnson, 1986; Firestone, 2014). As stated earlier, internal aspects (i.e. teachers’ beliefs, 
attitude, knowledge and skills) and external cultural/structural domains can shape the 
teachers’ agency, their roles and actions over time (Priestley, et al., 2012a). Based on 
Vroom’s (1964) expectancy theory (detailed in Section 4.11.3), and with reference to 
Porpora’s (2015) conceptualisation of social structure (detailed in Section 4.5), the current 
research confirmed that incentives, rules and resources within the TE structure influenced 
teachers’ agency and these can be divided into extrinsic and intrinsic incentives. 
8.7.1 Extrinsic incentives 
The findings in this study revealed that monetary incentives directly influenced teachers’ 
behaviours and their actions in Kuwaiti primary schools. As most interviewees (teachers) 
reported, they act upon the feedback of their supervisors, in order to please their evaluators 
and fulfil their expectations. The current rule, that available bonuses are exclusively for 
excellent teachers, was the most contentious issue referred to by interviewees, and was 
considered to be a primary goal for teachers, as well as two of the evaluators interviewed. One 
teacher revealed that ‘bonuses for work excellence is the only advantage of TE’. Another 
teacher stated that ‘we need to increase the bonuses (more than 200 KD) because we spend so 
much out of our own pockets on activities and teaching aids’. These incentives can be 
manifested in a variety of forms. Comparative empirical studies have also revealed that group 
incentives are very powerful, cost-effective, and can facilitate positive results for students 
from disadvantaged backgrounds when compared, for example, with other potential 
incentives such as increased teaching resources, increased non-teaching time and on the job 
school-based staff training (Lavy, 2002, p. 1289). 
All four supervisors indicated that for teachers, bonuses are a powerful incentive to enhance 
their performance. Improved performance in the classroom leads to higher levels of student 
achievement. This finding is in line with a study by Figlio and Kenny (2007), who found that 
there was a positive correlation between financial incentives and student achievement in the 
USA. In contrast, Fryer’s (2011) study, conducted in New York City public schools, detected 
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no such correlation, and instead found that teacher incentives may actually lead to a decrease 
in student achievement, especially in larger schools.  
This present study has also identified factors that had a negative impact on teachers’ 
professional agency. For instance, all the teachers interviewed stated that they would act on 
feedback provided by their supervisors, and seek to change their performance to meet their 
evaluators’ views and expectations. One teacher stated that, 
‘Sometimes, I have to teach according to the way most favoured by the 
supervisor. I have to do it to please her even though I am not totally 
convinced with this method, such as the use of the small groups method in 
teaching even if the subject taught in the classroom does not allow for such 
method.’  
 
This adherence to the evaluator’s choices is due to the teacher’s fear of the consequences of 
their evaluation. Realists believe that structured rules and resources cannot have a causal 
power on teacher agency unless the teachers themselves allow constraints to be exerted upon 
their practices (Willmott, 2002). Thus, the reluctance to engage in interactive dialogue with 
their supervisors hindered the teachers’ PD, and shaped their practices according to their 
supervisors’ preferences rather than their own skills and expertise. Two of the teachers 
interviewed felt that a small teaching group method is preferable, even if it did not fit in with 
the basic class characteristics (i.e. subject, pupils, and resources). Firestone, (2014, p. 100) 
indicated that given the complexity of the issue of teachers’ effectiveness, PRP was too 
unsophisticated a tool, and recommended that TE policies rely on ‘internal motivation using 
psychology theories and intrinsic incentives’ (discussed below in section 8.8.2).  
It is evident that economic factors enable the Kuwaiti government to allocate a suitable 
budget for monetary rewards within the education sector. The findings confirmed that the 
bonuses teachers received were genuine, and indeed four out of the 12 interviewed teachers, 
two Kuwaiti and two non-Kuwaiti, stated that they had received a 200 KD performance 
bonus. In addition, Decision No. 165/2014 from the Ministry increased the payments to 
between 500 and 950 KD. In 2011, when the government raised teachers’ salaries, teacher 
satisfaction grew correspondingly. According to the study by Burney et al., (2013), enhanced 
salary has a positive influence on the efficacy of state schools in Kuwait. Moreover, the 
improvement in the profession’s status due to salary levels being raised has proved to be 
instrumental in persuading higher quality students to become teachers. However, despite the 
financial incentives in the country, according to the TIMSS 2011, Kuwait fared relatively 
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badly in international test scores (NCED, 2011) (detailed in Section 1.3). Alhashem and 
Alkandari (2015), from empirical observation, determined that the demands on teachers to 
meet deadlines and finish textbooks places limitations on ‘pseudo-pedagogical efforts’. This 
research provides evidence to confirm Firestine’s conclusion that some teachers ‘put more 
effort into rewarded activities because of the reward’, and this can negatively affect their main 
teaching practices (Firestone, 2014, p. 100).  
Burgess and Ratto, (2003, p. 288) concluded that the ‘multiple principals, extreme 
measurement problems, intrinsic motivation, and the importance of teams in production’ are 
all key arguments that hinder the use of monetary incentives in the public sector. This is 
affirmed in the current research findings. As explained above (see Section 8.5), teachers are 
evaluated by three leaders. Moreover, there is evidence for deficiencies in measuring 
teachers’ effectiveness, where some teachers felt frustration due to the perceived inequities 
and the principal’s preferences for teachers who concentrated their efforts on administrative 
tasks and non-teaching activities, resulting in a negative impact on their intrinsic motivation 
towards their pupils.  
Another key extrinsic incentive in Kuwaiti primary schools is ‘public recognition’. The 
current research found this to be the most important and is in line with the situation in most 
TALIS countries (OECD, 2009a). However, public recognition takes various forms. In their 
investigation of TE policies in various countries, Santiago & Benavides (2009) showed that 
the summative evaluation provided recognition for teachers’ performance, as was the case in 
this research, where recognition and reward for excellent teachers was overt. This research 
found that letters expressing gratitude and thanks, as well as written or verbal praise and 
encouragement from their evaluators, were the most common methods of conveying 
recognition of excellence. All teachers interviewed appreciated these methods, yet also noted 
that their head of department was the one who, not only encourages them the most, but also 
appreciated their circumstances more fully than others (detailed in Section 8.6).  
Tuytens and Devos (2014, p. 164), noted that teachers perceive TE to be a positive aspect in 
their profession when their evaluators appreciated their efforts. One evaluator in their study 
stated, ‘In the first place, we intend to praise people who perform well and do their best. We 
cannot grant them more [than praise]. We cannot give them extra pay’. This research 
confirmed that all the teachers interviewed had received thank-you letters to convey 
appreciation for their efforts during the school year, and not as a result of excellent 
performance. Even though this was the case, it is noteworthy that these letters still meant a 
great deal to the teachers. In fact, one of the teachers stated that ‘it is necessary to keep 
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thankful letters in the teacher’s file in order to enhance his/her CV when moving to another 
school, it is one way of giving value to previous efforts’. TE literature strongly emphasises 
the consideration of evaluation as a continuous cycle to improve and motivate teachers (CDE, 
2015). 
In addition, all of the supervisors interviewed confirmed that they perceive messages of praise 
and appreciation as an essential way of encouraging teachers to improve their performance. 
As a result, teachers are more inclined to accept, and act on, feedback, especially if it is 
focused on highlighting and supporting the positive aspects within their performance. As 
stated by one of the supervisors, ‘the most important thing that a teacher wants from her 
supervisor is good treatment and appreciation of her efforts’. However, the effectiveness of 
the recognition of teachers’ performance in Kuwaiti schools needs further research, in 
particular, the issue of whether a culture of praise can hinder or help teachers and evaluators 
in engaging in interactive critical dialogue. In their study, Dimmock and Walker (2005, p. 
156) compared the cultural factors underpinning the individuals’ interactions within TE in 
western and eastern contexts, and concluded that ‘the emphasis on harmonious relations and 
the concept of ‘face saving’ can discourage open communication, self-critique and feedback 
during the appraisal process’. 
8.7.2 Intrinsic incentives 
As explained earlier, extrinsic rewards are not sufficient to improve teachers’ practices. 
Literature has demonstrated that their effects remain only for the short term (Knowles, et al., 
2012), whereas, ‘...sustainable improvement can only ever be achieved by and with them 
[teachers]’ (Hargreaves & Fullan, 2012, p. 45). Furthermore, the dilemma of Kuwaiti pupils 
failing in international tests reveals a large gap in the educational mechanisms in Kuwait 
when compared with developed countries (Hussein, 1992; NCED, 2011). The current 
research, therefore, suggests a solution to the problem of improving teaching and learning in 
Kuwaiti primary schools; a solution which starts with the teachers.  
TE structure in Kuwait must be reformed to enable teacher professional agency. In other 
words, it should provide sufficient time for teacher reflection and action (Toom, et al., 2015; 
Biesta, et al., 2015). However, as explained earlier, the current research findings identified 
processes within the TE rules that hindered teachers’ agency and negatively affected teachers’ 
participations in decision making and willingness to engage in open dialogue with their 
supervisors. The complexity of those issues impacting on teacher effectiveness (detailed in 
Section 2.4) demand conditions that minimise control and power over teachers’ agency 
(Larsen, 2005; Ball, 2003).  
211 
 
The questionnaire findings revealed some conflicting views in terms of whether TE provides 
‘opportunities for professional activities’. Teachers’ opinions were split relatively evenly, 
with 43.4% indicating ‘no change’ and 56.7% recognising a ‘positive change’. It was also 
observed that the variables - teaching experience, nationality, and department - had no 
significant correlation with the teachers who gave the response ‘no professional change’. 
Another significant finding from the data was that teachers with eleven years or more 
experience were more likely to confirm positive changes in their professional development, 
monetary reward, work responsibilities, development or training plan, handling student 
discipline and behaviour problems, in comparison with teachers with less than 5 years’ 
experience. This contradicts TE studies in other contexts. Studies of Flemish schools, for 
example, concluded that newer teachers were more likely to find TE useful in their PD than 
veteran teachers (Delvaux, et al., 2013). The OECD found similar views in other countries  
(OECD, 2009a) .  
It might be expected that teachers who are at the beginning of their career would notice and 
welcome new learning opportunities such as that provided in their TE feedback. However, the 
deficiencies in TE in Kuwait are such that it did not differentiate between teachers’ 
effectiveness and consequently feedback was based on summative teacher-centred standards, 
and was often superficial. Taking the mixed methods study of Wolff, et al., (2015) into 
account, the assertion that novice teachers are more concerned with discipline and behavioural 
norms, whereas expert teachers focus on their influences on student learning, is probably a 
realistic summary of the situation. 
This study has showed that training courses were identified as the major, if not the only, 
intrinsic incentive in the sample that had direct impact on teacher PD. Some studies have also 
claimed that teachers’ satisfaction increased with continuous training (Bentea & Anghelache, 
2011). One supervisor in this study stated that,  
‘Summative TE provides a hands-on opportunity for evaluators and officials 
to identify the professional needs of teachers, and therefore develop plans to 
raise their efficiency, including the provision of training courses.’ 
 
This is in line with much of the existing literature, which gives an assurance that TE is one 
part of holistic professional teacher development (Isore, 2009; Murphy, 2013). Nevertheless, 
providing accurate information on teachers’ performances and their needs is a challenging 
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task, as indicated by the ‘Widget Effect’ research showing TE failure to differentiate between 
teachers’ performance (Weisberg, et al., 2009).  
At the present time, involving teachers in open and effective dialogue with their evaluators 
revealed their genuine needs for improvement (West-Burnham, 2010). The interview findings 
showed that three teachers had already attended some courses (e.g. induction training, exams 
planning and preparation, e-learning and the newly developed sciences curricula courses), 
which were all recommended by their supervisors. Contradictory views were explored, where 
some interviewees found training courses to be helpful and valuable opportunities to meet and 
engage in fruitful discussion with peers. Other teachers, however, indicated that they did not 
satisfy their needs. A novice teacher stated: ‘I would like to attend courses relevant to 
PD…such as, courses on how to deal with hyper active or low performance pupils.’ While 
another teacher stated: ‘In order to benefit the most from these courses, teachers should do 
without additional administrative tasks, such as the morning queue, waiting sessions and 
extracurricular activities, focusing only on classroom teaching, which is what teachers are 
there for.’ This mirrors views expressed by Özera & Beycioglua (2010), whose results 
showed a negative correlation between primary school teachers’ attitudes toward professional 
development activities and their sense of professional burnout.  
One teacher interviewed claimed that: 
‘The school itself is running workshops for PD, but despite their 
effectiveness and the great deal of skills and knowledge shared, these 
workshops are not supported financially by the ministry or district. It seems 
that the workshops and courses imposed by the districts are the ones 
supported by the Ministry.’  
 
Previous studies also confirmed that teachers reported limitations in their supervisors’ 
professional role in supporting model lessons and workshops conducted within the school 
(Karam, 2007; Al-Sane’, et al., 2011). In Kuwait’s centralised educational system, in which 
funding and planning decisions for PD opportunities for teachers is taken at ministerial level, 
there is insufficient powers allocated to school principals to provide adequate budgets for 
workshops held in their schools (Winokur, 2014). Alsaeedi & Male’s (2013) study indicated 
that the obstacles to the application of transformative leadership in Kuwaiti schools is due to a 
lack of confidence in centralised decision making and funding, both of which limits the 
school’s role in providing PD activities. However, some public institutions shared the 
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responsibility in providing PD training sessions (i.e. Kuwait University KU, Public Authority 
for Applied Educational Training PAAET, Teachers’ Union) (UNESCO, 2011).  
Relying solely on training courses is insufficient, as real PD opportunities occur when the 
policy makers consider ‘teachers as (adult) learners recognize the long-term nature of 
learning’ (InfoDev, 2015, p. 16). The study by Al-Yaseen and Al-Musaileem (2015) revealed 
a lack of job empowerment and a high degree of dissatisfaction amongst teachers in Kuwaiti 
primary schools. Similarly, several studies in Kuwait recommended involving teachers in 
interactive dialogue and decision making to increase job satisfaction (Al-Ansari, 2007; Al-
Yaseen, 2007; Al-Yaseen & Al-Musaileem, 2015). The following section investigates 
whether teachers and their supervisors shared common visions and values within the current 
TE structure. 
 
8.8 Vision of Effective Teaching and TE Mechanism 
There is a shared vision between all participants, teachers and evaluators, in the definition of 
effective teaching. They focus on two major themes, teaching and learning, particularly in 
relation to providing the opportunity for students to actively participate in the classroom and 
to be able to solve related tasks by the end of a lesson. In doing so, it assures teachers that 
their students understand the subject/lesson that has been taught. This is congruent with the 
learner-centred approach, which focuses on student involvement and outcomes as summarised 
in ‘Effective teaching: a review of research and evidence, based on several studies in the UK, 
USA, and China’ (Ko, et al., 2013). 
There is a significant difference between the participants’ views on effective teaching, and the 
teacher standards as articulated in the current TE policy in Kuwait. That is, the criteria for 
effective teaching in the TE Kuwaiti policy is in line with the traditional teacher-centred 
approach, and emphasises fulfilling administrative requirements, such as those already 
identified in Section 5.4.4. Only two criteria are directly related to teaching: ‘mastery of the 
scientific material’ and ‘familiarity with the general educational goals’ (MoE, 2011, p. 5). 
These also relate to teacher skills and knowledge. None of the stated teacher standards relate 
directly to pupils. Al-Shammari & Yawkey (2008) found that teachers agreed on the criteria 
that are teacher-centred, focusing on teaching practices, planning and preparing lessons, 
teaching methods, and classroom management. This agreement was confirmed by the answers 
given in this research questionnaire, as well as being the most frequently cited topic in TE 
feedback.   
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The majority of the teachers’ and supervisors’ qualitative views within this study accepted 
that teachers had a responsibility, and could be held accountable, for this own progress. The 
majority also considered pupil participation in classroom to be a major aspect of the education 
they provided and as such should be considered in the evaluation of teachers. Such beliefs are 
consistent with the current trend towards learner-centred approaches in a number of 
developed countries (DfE, 2013e; Youngs, et al., 2015). Youngs et al. (2015), in a 
comparative case study of South Korean and Michigan, explained that teachers defined 
effective teaching according to the applied TE policies in each context. That is, the Korean 
teachers based their definition on a teacher-centred approach, in contrast to their counterparts 
in Michigan, who practised a learner-centred approach. The interview form included the 
question: What is effective teaching? Different findings may have been obtained if the 
question had been Define an effective teacher? However, the literature agreed that evaluating 
teacher effectiveness is related to effective teaching, and consequently to pupils learning 
(Campbell, et al., 2004; Muijs & Reynolds, 2011; Borich, 2014).  
One of the teachers interviewed for this thesis stated that ‘effective teaching can only be 
achieved by dedicating oneself to teaching’. Some teachers, however, pointed out the large 
number of extracurricular burdens, but did not complain about the number of classes. In fact, 
the number of hours worked seemed to be generally acceptable, as the rota system in primary 
schools in Kuwait distributes the burden between teachers in the various departments. The 
findings confirm that any Science teacher would teach, at the most, between three to four 
hours a day. In general, additional, or extracurricular, activities or purely administrative tasks 
may take several forms, including those indicated in a study by PriceWaterhouseCoopers 
(PwC, 2001, p. 2), who referred to ‘teachers undertaking tasks that could be carried out by 
other staff, especially routine and administrative tasks’.  
Another finding from this study was that most interviewees regarded their pupils’ ability to 
solve tasks as being an indicator of effective teaching. It seems possible that these results are 
due to the fact that they all come from the Science department. Scientific discipline requires 
the assessment of students’ knowledge using tests and exams where there is normally a ‘right’ 
and a ‘wrong’ answer. It is highly probable that the responses would be different if the sample 
included teachers of Art, Music, or PE where success would be judged very differently. 
Contrary to expectations, one teacher interviewee stated that effective teaching means that ‘I 
am free to relay information to students in a way I find suitable and to choose the method and 
plan without having to adhere to a certain guideline on the preparation of lessons’. Other 
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participants also confirmed this opinion, and they felt the process of TE is hindered by the 
large number of restrictions and conditions which, in turn, can have a negative impact on the 
teacher’s creativity. Campbell et al., (2004) went as far as to claim that it may affect the 
values that shape the teacher-student relationship, which many might regard as equally 
important as the learning outcomes.  
In relation to the responses of teachers and supervisors to the question of: How should 
teachers be evaluated?, it was noted that most respondents felt the current evaluation 
mechanism needed to be reformed. All supervisors interviewed suggested adding other 
methods of evaluation instead of relying entirely upon the evaluators’ views. However, the 
teacher participants did convey conflicting views on the fairness of the evaluators’ 
judgements. One teacher confirmed that, 
 ‘Decisions of the assessment is the result of a classroom observation, which 
is at the heart of the teacher’s job…These judgements actually reflect the 
efficiency of the teacher.’  
 
In terms of using classroom observations as a key instrument for evaluating teachers, there 
was a consensus amongst participants that such an approach was acceptable, and the wide use 
of such a tool is apparent from other national TE schemes (Isore, 2009; Santiago & 
Benavides, 2009). It is also in line with the study by Almutairi et al., (2015), who indicated 
that primary school teachers in Kuwait favoured classroom observation when compared with 
other instruments such as student scores or personal portfolios. They also favoured the 
application of a multi-method approach. In contrast to this study, however, the data did reveal 
some contradictory views, as most teachers interviewed for that study preferred the inclusion 
in the TE process student levels, understanding of the subject, and students’ exams result. The 
existing literature does highlight the challenges associated with the inclusion of student 
performance in the evaluation of teachers, even with the use of value-added models (VAMs) 
detailed in Section 2.6. 
In addition, some participants suggested self-evaluation which, incidentally, was applied in 
Kuwait until 2000, before, as already noted, being cancelled without any formal research or 
prior notice given to teachers and supervisors. Studies have emphasised the need to ‘improve 
ways of government and agencies bringing in change’ (PwC, 2001, p. 6). In spite of this, the 
main problem of self-evaluation is that those rating themselves ‘tend to rate their performance 
more favourably than their supervisors’ (Rothmann & Cooper, 2008, p. 203). Many have 
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agreed that teachers should be involved in self-evaluation before the actual TE (Hancock & 
Settle, 1990, p. 24; Wragg, et al., 1996; Marshall, 2009). 
Two supervisors also suggested a teaching licence, and one stated, 
 ‘Teachers shouldn’t take their jobs for granted whether they have 
performed well or not … and to continue to develop themselves to be able 
to retain the licence.’  
The Implementation Plan of the Integrated Program for the Development of the Teaching 
Process, adopted by the MoE in Kuwait for 2013, included a proposal for the application of 
the teacher licence in the coming years. With respect to this, it can be contended that there is a 
greater need to reform the current evaluation practices, as opposed to shocking them with 
more data-driven evaluation forms (Larsen, 2005).      
As discussed above, there is a common understanding held by teachers and evaluators in 
terms of the definition of effective teaching and how teachers should be evaluated. 
Nevertheless, their vision is in conflict, to a degree, with current TE rules and resources, 
which promote some values that impact negatively on teacher agency.   
 
8.9 Prevailing Values within the Teacher Evaluation Mechanism 
Teachers’ actions and behaviours are affected by the TE structure (Everard & Morris, 1996). 
The existing literature indicates that various causal powers (detailed in Section 2.7) within the 
TE structure hinder teachers’ effectiveness (Delvaux, et al., 2013). In relation to this study’s 
findings, a sense of frustration on the part of teachers, combined with a sense that processes 
were cumbersome, led to dissatisfaction with some TE practices. These negative impacts 
reflect the findings of recent studies in Kuwaiti governmental schools (Al-Yaseen, 2007; Al-
Yaseen & Al-Musaileem, 2015), and those in England (Ball, 2003), as well as those found in 
other countries (OECD, 2009a). Whitaker (2000, p. 18) concludes that in order to motivate a 
group of people in the workplace, they need to be,  
‘supported, heard, noticed, encouraged, trusted, appreciated and valued, 
informed, helped to clarify ideas, helped to develop skills and abilities, 
[and] challenges extended’. 
 
In the present research, the values prevalent in the TE structure were determined through an 
evaluation of the participants’ views. Findings confirmed that the current TE structure 
reinforces authoritative, one-way, and downward communication. That is, teachers are 
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marginalised from formative participation in the TE cycle and, in particular, in the setting of 
evaluation objectives, and performance criteria. Finally, the inability to access the completed 
summative reports was a clear factor in the dissatisfaction expressed about the TE process. 
Modern TE approaches call for teacher’s leadership and is primarily concerned with 
enhancing teachers’ professional agency (Calvert, 2016; Priestley, et al., 2012a), particularly 
in regard to decision-making responsibilities. This is seen to empower teachers, without 
taking them out of the classroom (Harris & Muijs, 2005; Danielson, 2006; Goldstein, 2010). 
In turn, these trends reflect positively on teachers’ commitment and decreases absenteeism 
rates amongst staff (Rogers & Vegas, 2009). This is important in Kuwaiti schools, where the 
latter is a significant issue, (as indicated in Section 8.7), faced by the MoE in Kuwait today 
(MoE, 2014).  
One of the standards in the Kuwaiti teachers’ evaluation policy requires teachers to have an 
‘openness to criticism and suggestions’ (MoE, 2002, p. 3). However, the evaluation process 
does not provide any opportunity for discussion, particularly in relation to annual summative 
reports. Everard and Morris (1996, p.80) state that this it is not just the subordinate who will 
listen very carefully to any criticism, and use it as a basis for improvement, but also the 
manager. The current findings showed that most supervisors are willing to take on board 
criticism, and agreed to share and discuss TE outcomes with teachers. They further criticised 
the inequity between supervisors and teachers in accessing resources. One of the supervisors 
stated that she is confident in her decisions and is therefore prepared to discuss them with 
teachers. 
A key issue to consider is the fairness of the actual evaluation itself. Research findings 
showed that those teachers who felt dissatisfied were more likely to base this view on a 
perception of a lack of fairness in their evaluation. Additionally, as indicated previously, 
interviewees reported bias on the part of the principal towards teachers who were willing to 
carry out additional administrative work in the school, even though some of them were known 
for their absences. In this research, it has not been possible to prove or disprove such claims. 
The point, however, is that teachers perceive that such a situation does exist and this is 
reflected in their attitudes to TE. Some teachers pointed out that the evaluation process does 
not take into account the psychological and health circumstances of the teacher. These issues 
may constitute a major block to their effectiveness, and as such they felt they should be 
acknowledged. 
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A distinction was observed in terms the attitudes of non-Kuwaiti teachers, who seemed to be 
dissatisfied with the recent increases in salary from which Kuwaiti teachers benefited more 
significantly. According to Equity Theory (Knowles, et al., 2012), such discrimination 
generates a sense of injustice, especially when teachers performed the same tasks at the school 
and held similar qualifications. Nonetheless, non-Kuwaiti teachers on the whole seem to be 
satisfied with the feedback they received and saw it as contributing to their professional 
development. Significantly, they felt that they were treated equally in the evaluation of their 
performance. This is evident from the data, as two non-Kuwaiti teachers received a financial 
bonus in recognition of their performance at work. This distinction between citizens and 
expatriates’ in terms of their salaries is a practice followed by all the Arab Gulf states. In spite 
of this pay discrimination, however, there is a high rate of employment of teachers from Arab 
countries, such as Egypt, to work in the region. This may well be because of the extremely 
difficult living conditions in their home countries.21   
Despite the large gap in positional power in accessing resources between teachers and 
supervisors inherent in the TE structure, both of them, to some extent, share the same 
concerns towards the inequity in decision-making responsibilities. However, the findings also 
explored some positive dimensions, which are discussed in the coming section.   
 
8.10 The Positive Dimension Within Teachers’ Evaluation Mechanisms 
The application of the critical realist approach seeks to facilitate the uncovering of the reality 
of the TE mechanism, with the aim of highlighting the pitfalls that hinder teacher agency. 
This study has identified some positive aspects of the TE structure, in particular, the 
availability of extrinsic incentives, as explained in Section 8.7.1, and the availability of a 
multi-evaluator approach. 
8.10.1 Multi-evaluator approach 
A key feature in the Kuwaiti TE policy is the multi-evaluator approach. Several interviewees 
identified the benefits of this on-going feedback method. That is, this approach contributes 
towards teachers’ PD and keeps teachers well prepared. Moreover, the questionnaire findings 
showed that almost 70% of the teachers found TE, using this approach, to be fair and helpful. 
This is consistent with recent literature that advocates the multi-methods approach, wherein 
various stakeholders contribute to supporting teachers (Danielson & McGreal, 2000; Isore, 
                                                 
21 In 2008, the researcher was part of an official delegation appointed by the MoE, tasked to employ secondary 
school Physics teachers from Egypt. There was a large turnout of both male and female candidates. 
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2009). That said, it should be noted that four teachers and one supervisor perceived it as a 
means of psychological pressure and control on teachers’ practices. Prior studies in TE also 
confirmed a variety of responses from teachers on this issue which included both positive and 
negative comments (Wragg, et al., 1996; OECD, 2009a; Zhang & Ng, 2011).  
Some teachers felt a sense of justice because the evaluation was not conducted by only one 
person. In Kuwait, the decisions resulting from an annual summative report are taken at the 
ministerial level, although the school’s administrators indirectly affects these decisions due to 
the fact that the principal and head of department have a 40% and 20% say, respectively, as to 
the final annual grade. Thus, while developed countries tend to provide school administrators 
with more autonomy in decision-making (Webb, et al., 2004), decentralisation can result in 
challenges, such as increased workload for the principals or schools having to hire teachers 
with fewer qualifications. It can be reasonably asserted that ‘no country has completely 
decentralised teachers’ management’ (Gaynor, 1998, p. 59). Furthermore, the link between 
decentralisation and effective TE can be decisive in terms of the proponent to context-bond 
TE schemes (Campbell, et al., 2003). This considers in-school evaluators to be more likely to 
understand day-to-day activities and PD demands, which will in turn improve teaching and 
learning. In this research, the teachers regarded the head of department to be the most relevant 
to the evaluation of their performance and were the most likely to provide them with the PD 
that they felt they required.  
Evaluators are the key source of TE feedback, as they are responsible for improving and 
assessing teacher effectiveness. However, the task of the evaluators is far more involved 
because he/she does not have the opportunity to listen to the teachers’ point of view in the 
final reports, illustrated in Section 8.6. The summative TE reports are shared between all three 
evaluators, and according to all the interviewees, supervisors and teachers alike, this 
contributes towards the fairness and credibility of the process. As highlighted by one teacher, 
‘due to the involvement of three evaluators, I think that the assessment is more likely to be 
fair’. Another teacher noted that, 
 ‘Every evaluator observes from a different angle…It provides a wider 
scope for professional development, but sometimes, there are conflicting 
views.’ 
  
There is evidence that confirms that teachers do trust the multi-evaluators method as a way of 
fostering a fair summative evaluation linked to the provision of financial rewards, as 
explained in Section 8.7.1. According to Vroom’s expectancy theory, detailed in Section 
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4.11.3, teachers’ perceptions about valance and instrumentally will contribute to motivating 
teachers in schools to gain expected and valuable outcomes. That said, it should be noted that 
the TE mechanism is costly and time-consuming, and for a full evaluation cycle in one 
academic year, every teacher is party to at least 14 post-observation meetings, which are 
conducted by the three evaluators. Furthermore, the similarities between the three evaluators, 
in terms of their position within the hierarchy, should also be taken into account. Other 
countries apply a multi-methods approach to ensure teachers’ participation, such as portfolio, 
self-evaluations and peer-review (Santiago & Benavides, 2009).  
To conclude, ‘multi-faceted evidence’ in TE is a prerequisite for a fairer evaluation 
(Danielson & McGreal, 2000, p. 57), whereas, for TE to be an ‘effective learning tool’, the 
structure needs to facilitate teacher agency, to enable teachers to take ‘ownership and control 
over the process’ (Campbell, et al., 2004, p. 128). The following section provides a proposal 
for the development of TE in Kuwait in terms of enhancing teacher professional development. 
   
8.11 A Proposal for The Development of a Mechanism for TE in Kuwait 
The ultimate aim of this study is to propose changes and improvements to enhance TE 
practices within Kuwaiti schools, in terms of teacher professional development. The TE 
phenomena was situated at the ‘micro-macro’ level, with the three layers being: (1) the macro, 
representing the whole social context, particularly the cultural and economic aspects; (2) the 
meso, the institutional layer (i.e. The MoE) and, within it, the TE policies; and lastly, (3) the 
micro, which was at the individual level of teachers and their evaluators. In contrast, the 
critical realist assumptions facilitate this investigation of the teacher evaluation policy as a 
text and a discourse (Table 4.4). It provided an in-depth insight into the causal powers that 
constrain teacher agency, and consequently hinder teacher motivation and learning, as 
concluded earlier in this chapter (see Figure 8.1). Based upon this data, this section provides 
recommendations for the development of TE practices in Kuwait on the three levels. 
8.11.1 The macro level (economic and cultural factors) 
In the light of the challenges facing the Kuwaiti society, oil remains the only source of 
national income; but with declining oil prices, the local community has become increasingly 
concerned about the economic future of the country (Hakan, et al., 2010). Despite such 
concerns, the Kuwaiti government has striven to provide a decent life for its citizens, which 
can be exemplified in its policies not to collect any taxable revenues and to keep spending on 
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key sectors, such as education, while maintaining a steady increase in teachers’ salaries 
(UNESCO, 2011).  
The 2011 pay rise has been hailed as one of the most generous in decades and was aimed at 
improving the status of teachers in relation to other professions. This, subsequently, prompted 
many would-be graduates to seek employment in education (MoE, 2015b) and teaching has, to 
some extent, become an appealing profession. In contrast, there is cause for concern, as Kuwait 
has not been performing well in international exams in the subjects of Language, Maths and 
Science (Plomp, 1998; NCED, 2011). Improvements in educational outcomes will not be 
realised unless serious efforts are expended to enhance teacher agency through authentic teacher 
involvement in their professional development which, in turn, will reflect positively on the 
teaching and learning process in the classroom (Day, 1999; Hargreaves & Fullan, 2012).   
Kuwait is predominantly comprised of Arab and Muslim communities and, therefore, adheres 
to Islamic teachings based on its religious texts and sources (i.e. the Qur’an and the practical 
application of the Prophet Muhammad22). It is not uncommon to see work linked with 
worship, and as the religion advocates acquiring knowledge, it generally appreciates the 
teaching profession (AL-Gousi, 2009; Ahmad & Owoyemi, 2012; Al-Munajjid, 2015). There 
is already a fertile environment for supporting teachers’ motivation and learning within the 
community, but according to the research findings, for a successful teacher evaluation 
mechanism to be implemented, there is a need to spread further awareness to support the 
language of dialogue and exchange of views, and to increase the awareness of teachers’ 
commitment to work.  
 
8.11.2 The meso level (teachers’ evaluation structure)  
This investigation highlighted the significance of TE rules and resources, as well as the 
evaluators’ positions, numbers, and the feedback they provide to teachers. The 
recommendations are based on the perspectives of both teachers and supervisors, and the 
discussions presented in this chapter. These proposals are summed up as follows: 
- Encouragement of scientific research and the undertaking of a pilot study prior to 
the enforcement or abolition of any ministerial laws or legislation, contrary to the 
situation that prevailed in the abrupt abolition of self-evaluation in 2000 (and 
which was so badly received by the profession). 
                                                 
22 peace be upon him 
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- Modification of teacher standards and linking them directly to effective teaching 
practices, such as initiating the learner-centred approach, as well as taking 
advantage of the latest teacher standards applied in England 2012 (Section 5.4.4). 
- Diversification of evaluation methods, rather than being totally reliant upon 
classroom observation. Methods proposed by teachers and supervisors included 
self-evaluation and student achievement. 
- Creation of a classroom ‘open doors’ policy and encouragement for  peer review, 
which would subsequently encourage collaborative work and the exchange of 
experiences between teachers (Muijs & Reynolds, 2011, p. 197). 
- Maintenance of the three-evaluator approach, as it provides teachers with on-going 
feedback throughout the school year. In addition, it contributes to the fairness of 
the evaluation. 
- Differentiation between teachers’ effectiveness and the demand to empower 
teacher professional agency, throughout teachers’ involvements in decision-
making, particularly in relation to setting evaluation objectives, self-evaluation, 
and the outcome of the annual reports.  
- Linkage of the outcomes of summative reports directly with professional 
development activities, in particular those areas for development relating to 
teaching practices (i.e. workshops, training sessions). 
- Address the issues faced by non-Kuwaiti teachers and meet their various needs, 
especially after the recent increase in the salaries of Kuwaiti teachers. 
- Involvement of teachers in decision-making and ensuring they are not given a 
marginal role in the evaluation process. More specifically, all teachers should be 
made aware of the summative evaluation report and be provided with an adequate 
opportunity to discuss the results with their supervisors, and to express their 
opinion freely, as is currently the case with underperforming teachers. 
- Give more powers to the heads of departments in planning for PD activities. 
Moreover, their contribution should preferably continue to be reduced in the 
summative evaluation, so that their primary role remains that of developing 
teacher effectiveness, rather than assessing it. 
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8.11.3 The micro level (teachers’ and supervisors’ agency) 
The empirical investigation was limited to the potential causes within the TE structure that 
constrained or enabled teachers’ professional agency. This generated various 
recommendations, as mentioned above. However, for educational change to reach the ‘critical 
mass’ in complex educational systems, a multi-layered intervention is needed to ensure 
authentic ‘change and sustainable development’ (Mason, 2009, p. 121). Moreover, a growing 
body of literature highlights personal characteristics, teachers’ identities, attitudes, skills and 
knowledge as key issues within active learning opportunities (Fullan, 1993, p. 8; Day & Gu, 
2010). There is also evidence to suggest that teachers are not willing to engage in critical 
discussions with evaluators and will, for the most part, simply accept the feedback. Further 
studies that take internal variables into account will need to be undertaken. From the limited 
findings, in terms of the internal factor, it can be said that both supervisors and teachers 
should be trained to engage in dialogue and constructive criticism, and to understand the 
dimensions of teacher effectiveness.  
Providing educational opportunities for teachers and supervisors to pursue a postgraduate 
pathway is another viable option in improving teacher effectiveness/ PD. As revealed in the 
study, out of the 475 teachers that participated in the questionnaire, only nine have a Master’s 
degree, while the 12 teachers and 4 supervisors who participated in the interviews were all 
Bachelor’s degree holders. 
8.12 Summary  
This chapter integrated the significant findings of the applied MMR and the comparative 
analysis of the conceptual teacher evaluation policy in Kuwait and England. It also provided 
an analysis of the structure of TE in Kuwait. Based on the key data sources (teachers, 
supervisors and TE policy document), the findings suggested that the causal power within the 
mechanism of TE in primary schools in Kuwait did, indeed, constrain teacher agency. The 
discussion of these findings highlighted five main aspects that hindered teachers’ agency: (1) 
teacher standards; (2) the confidentiality of the summative evaluation; (3) weak intrinsic 
incentives; (4) low level of peer review; and, (5) the absence of self-evaluation.  
In contrast, there were limited indications of practices within TE that enabled teacher agency, 
such as the multi-evaluators method, which contributed towards providing a fair evaluation, 
the role of the head of department, which provided a developmental context-bound 
evaluation, as well as the presence of valued financial incentives that, to some extent, 
contributed to job satisfactions.  
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For sustainable educational improvement, both the internal and external (structural and 
cultural) factors that influence teacher agency need to be addressed. The empirical focus of 
this research was on the structural components of TE; namely the TE rules, feedback and 
incentives resources, and the relative positions and power of the evaluator and the person 
being evaluated. Based on this investigation, and subsequent discussions, the changes and 
improvements outlined have been proposed to enhance TE practices in terms of teacher 
professional development.   
The next chapter is the concluding chapter, and will summarise the research and demonstrate 
the contributions to, and implications for, research in this field. It will also acknowledge the 
research limitations of this study, and make final recommendations as to areas for future 
study. 
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Chapter Nine: Conclusion  
 
9.1 Introduction 
This chapter provides a summary of my research on TE in Kuwait, in order to determine the 
changes and improvements that could ensure that TE forms an integral part of holistic teacher 
PD. This answers the main research question: How can teacher evaluation in Kuwait be 
improved? Based on a critical realist paradigm, I conducted an in-depth investigation of the 
TE policy as a text and as discourse. I applied two main approaches; a mixed methods 
approach and a comparative content analysis of TE regulations in England and Kuwait. I 
found that considerable reforms are needed, in terms of teachers’ standards, teachers’ roles 
and TE incentives. In this final chapter, conclusions are drawn from what has been presented 
and explored in the preceding chapters. The conceptual frameworks of TE policies in Kuwait 
and England were compared in Chapter Five. Data from the OECD (2009c) questionnaire that 
was distributed among 475 primary school teachers revealed teachers’ perceptions on TE 
purposes, focus and frequency, as well as its impacts on PD. This was discussed in Chapter 
Six. Interviews were conducted with 12 primary school teachers and four supervisors. Chapter 
Seven analysed the TE practices. Finally, Chapter Eight discussed the findings emerging from 
both the quantitative and qualitative data.  
This concluding chapter is divided into three parts: first, it revisits the research questions and 
briefly presents the key findings. Second, it provides an overview of the contributions and 
implications of the research. Finally, it highlights the limitations of the study and offers 
suggestions and recommendations for future research.  
 
9.2 Research Questions and Key Findings  
From the onset, the motivation to conduct this study was my personal conviction that the 
policies and practices of TE in Kuwait needed to be reviewed. This view was strengthened by 
a critical review of the TE literature. Thus, as a focus for my enquiry, the study sought to 
answer the following main research question:  
How can teacher evaluation in Kuwait be improved? 
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In order to propose authentic, sustainable and educational improvements, the voices of the 
teachers needed to be heard (Day, 2004; Harris & Muijs, 2005; Bush & Middlewood, 2013; 
Hargreaves & Fullan, 2012). This was reflected in the following subsidiary research question: 
What are teachers’ perceptions of current teacher evaluation processes in Kuwaiti primary 
schools in relation to frequency, focus, and impact of feedback? 
I employed a mixed methods design, drawing on the methodology proposed by Creswell and 
Plano Clark (2011) (detailed in Section 4.9). In the first phase, the perceptions of 475 primary 
school teachers from four districts were surveyed. The second phase focused on how teachers 
perceived TE in terms of TE content, feedback sources, and the extrinsic and intrinsic 
incentives that were offered by management. For this phase, 12 Science teachers and four 
supervisors were interviewed. The supervisors were responsible for providing teachers with 
PD feedback due to their speciality in their subject areas.  
The main aim of this thesis was to suggest a proposal for changes and improvements of the 
current 2012 TE policies and practices in Kuwait, in terms of providing teachers with PD (see 
Section 8.11). In order to achieve this, a critical realist approach was applied, based on 
Bhaskar’s (1993) transformational model, which highlights the interaction between structure 
and agency. The study investigated the causes of, and effects on, teachers’ PD to determine 
what facilitates teachers’ professional agency (Section 2.4). For the analysis of TE 
mechanisms in Kuwait, I reviewed teachers’ views on structural entities and on their 
interactions with individuals, drawing on Porpora’s (2015) conceptualisation of social 
structure (see Table 4.4). This facilitated a critique of the current TE text policy (rules) and 
discourses.  
Reviewing motivational and adult learning theories - in particular, Ilgen et al.’s (1979) 
Feedback Model (Section 4.11.2) and expectancy theory (Section 4.11.3; Knowles, et al., 
2012) - the current study discussed TE feedback and teachers’ incentives within TE discourse. 
Thus, the main research findings could be revisited (as detailed in Chapter Eight) to 
specifically explore the reality of TE as text and discourse in the light of the empirical 
findings, with consideration of motivational theories, and within critical realist philosophical 
assumptions (Section 4.5). 
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9.3 Teacher Evaluation of the 2012 Policy in Kuwait 
There is clear evidence that teachers in Kuwait are excluded from participating in two key 
stages of the TE cycle: setting evaluation goals at the beginning of each TE cycle and decision 
making during the production of the summative evaluation reports at the end of the TE cycle. 
The confidentiality mechanism means that teachers do not have access to summative reports, 
which breaks the continuity of the TE cycle. Since teachers are neither able to contribute to, 
nor being informed about, annual planning for the coming academic year, there is no clear 
link between TE outcomes and teacher PD opportunities. In addition, teacher agency is 
impeded by their lack of information and lack of contributions in the TE process. Although 
my research shows that training courses are provided, these are not linked with TE outcomes 
or informed by data from TE processes on teachers’ PD needs.   
During Kuwait’s reform of TE policies, two effective procedures for evaluating teachers were 
terminated. These are the process of self-evaluation, which was cancelled in 2001, and 
employee access to his/her own final summative TE report, which was considered 
unimportant in Civil Service Decision No. 36/2006.  
Teaching standards in Kuwaiti TE policies are teacher-centred. They focus largely on 
teachers’ commitment to attendance and adherence to administrative instructions (Section 
5.4.4). When comparing Kuwait’s policies to England’s 2012 teaching standards, which 
follow a learner-centred approach (DfE, 2012b), I noted that the TE policy framework in 
Kuwait does not meet the demands of the teacher’s professional agency. Strikingly, all the 
interviewed teachers and supervisors in this study articulated a case for a learner-centred 
approach when defining ‘effective teaching’.  
The analysis revealed that teachers have been excluded from managing or contributing 
towards their own PD within TE policies in Kuwait. Thus, teachers’ participation in decision 
making, reflection, self-evaluation and peer review are constrained, despite the stated policy 
goal, which emphasises: 
 ‘The success of any institution is contingent on the ability of workers in 
terms of bringing about change, developing the pre-set plans, as well as 
achieving the goals’ (MoE, 2011). 
 
In the following section, the key findings of the mixed method research are related to the 
relevant literature and used to form a critique of the reality of TE discourse in Kuwait.  
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9.4 Teachers’ Evaluation Discourse 
By applying Porpora’s (2015) conceptualisation of social structure, I found that the 
complexity of TE structure in Kuwait can be divided into two significant components 
(detailed in Section 4.6), TE policy rules (explained in Section 9.3) and TE discourses. TE 
discourses are made up of TE feedback provided by evaluators to teachers in post-observation 
conferences; extrinsic and intrinsic incentives; and the number of evaluators and their role or 
position.  
According to feedback and expectancy theories (detailed in Sections 4.11.2-4) and the 
literature on TE (Chapter Two), there are two forms of causal power in the TE mechanism in 
schools. In Kuwaiti primary schools, the TE mechanisms are mostly constraining and rarely 
enable teacher PD. This is confirmed by the application of Bhaskar’s (1993) CR model to my 
data. Causes and effects have been highlighted in Figure 8.1. It is evident that the TE 
discourse pertaining to feedback, incentives and leadership in Kuwait is framed according to 
the TE current 2012 text policies. Thus, the detailed proposal provided in Section 8.11 
focuses mainly on recommendations for a review of the TE policy.  
9.4.1 Teacher evaluation feedback sources and content 
Classroom observation is an epiphenomenon of familiar behaviour repeated in TE practices 
for evaluating teachers in Kuwait (Porpora, 2015). Three official evaluators (the supervisor, 
the head of department and the principal) contribute towards providing teachers with on-going 
feedback. However, the feedback provided is likely to be divided into three different types, 
according to the evaluator’s position. For instance, the head of department will provide 
feedback that is collegial, open and integrated with teaching practices, whilst the principal 
will provide feedback that adheres to strict guidelines relating to administrative requirements. 
The presence of three official evaluators who possess the power to lead TE discourse is 
generally considered to be fair by the teacher and evaluator participants in this study. 
The findings further indicate that the supervisor’s feedback has the most powerful influence 
on teachers’ PD, although it is evident that this can constrain teachers’ professional agency. 
Teachers tend to accept the feedback provided by supervisors and to change their practices 
according to the instructions provided. Teachers tend to not engage in discussion or 
negotiation and they were compliant in their intention to revise their teaching practices 
according to their supervisors’ views. The training and preparation, capabilities and expertise 
of the supervisors could be further investigated in future research, in particular with regard to 
facilitation and mentoring skills.  
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The TE data on teacher effectiveness is based on observable practices and does not 
differentiate between teachers in terms of the underlying factors that affect their pedagogical 
practices (Campbell, et al., 2004; Muijs & Reynolds, 2011). This creates negative conditions, 
a sense of injustice, frustration and accountability at the expense of PD in TE discourse 
(Zhang & Ng, 2011; Bush & Middlewood, 2013). The empirical findings from this study 
indicate hierarchal authoritarian TE practices, an absence of self-evaluation in TE practices, 
and limited evidence of peer review, impeding teachers’ professional agency. Therefore, the 
role of self- and peer-review practices in promoting teacher agency would be interesting areas 
for future research in the Kuwaiti context.  
9.4.2 Extrinsic and intrinsic incentives 
There is empirical evidence that shows that the TE outcomes in Kuwait are based on extrinsic 
incentives and rewards, such as bonuses for excellence. Based on the interviews with the 12 
teachers and the four supervisors, it appears that these incentives have only a short-term 
influence on teacher satisfaction (Knowles, et al., 2012). While the bonuses or increments to 
teachers’ salaries indicate that the Kuwaiti government appreciates the teaching profession, 
there is a lack of opportunity for teachers to engage in authentic PD that can promote teacher 
agency and lead to long-term sustainable change.  
In the next section, I reflect on the research process and the appropriateness of adopting a 
critical realist approach. I consider the contribution made by this study to theory and to 
discussions about TE practice.  
 
9.5 Reflection on my Professional Learning  
Reflecting on the process of conducting my PhD research, I note that I adopted what Reinharz 
(1997, p. 5) refers to as ‘a variety of selves’. I applied and related to different identities during 
this study. Being a sponsored researcher provided me with invaluable material and personal 
support from the Kuwaiti government, while my previous teacher and supervisor roles in both 
primary and secondary schools served as strong motivators. My experience also provided me 
with a degree of familiarity with the subject matter, particularly in terms of supervision 
practices that are based on observable classroom evidence and confidentiality of annual 
reports. However, conducting my investigation within the domain of CR (detailed in Section 
4.5) unquestionably affected my understanding of the TE phenomenon. It changed my 
recognition of the multi-dimensional influences underpinning teacher effectiveness (detailed 
in Section 2.4) and of the interplay between TE structures and teacher agency (detailed in 
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Section 2.6). It reshaped my conclusion that an effective TE mechanism considers teachers as 
agents of change and not as recipients of evaluators’ instructions. A teacher’s agency and 
motivation to learn and improve professionally is linked to internal dimensions (i.e. teacher 
identities, attitudes, skills and knowledge), as well as external structural and cultural factors 
(i.e. rules, resources, incentives and evaluator positions) (Priestley, et al., 2012a). During the 
completion of this thesis, my ‘self as a learner’ improved most. This personal development 
will positively influence me in conducting educational research in the future. 
 
9.6 Contribution of the Study 
This study adopted the CR paradigm, which, as David states, is ‘better able to account for the 
socially constructed and non-solipsistic dimensions to reality’ (2005, p. 634). Thus, it is 
regarded as a promising paradigm for educational leadership and for managing teachers in 
schools (Egbo, 2005; Shipway, 2011; Grogan & Simmons, 2012). Furthermore, it provides a 
critical understanding of the stratified, structured reality of the TE mechanism in Kuwait (as 
detailed in Section 4.5).  
According to my extensive review of the literature, the TE context in Kuwait has yet to be 
researched based on the philosophical assumptions of CR. Thus, the current study addresses a 
gap in the literature by providing an investigation into the reality of TE within the Kuwaiti 
educational context. The CR paradigm has been adopted to investigate different educational 
phenomena in other contexts. CR is concerned with the interplay of structure and agency, and 
has been appropriately applied to investigations into teachers’ self-efficacy (Brown, 2012), 
teachers’ understanding of inquiry-based learning in the UK (Reid, 2014), and teacher 
absenteeism in Tanzania (Tao, 2013). Some research findings highlight that performativity 
cultures within the TE structure constrain teachers’ agency in schools (Reid, 2014). However, 
none of the reviewed TE studies has applied a CR approach to investigate the structural 
components. Thus, the application of CR is a growing field in educational research, in 
comparison to traditional post-positivist, interpretivist and pragmatist paradigms. 
Another significant contribution of the present research is the methodological combination of 
mixed methods research with a comparative documentary analysis of the policy framework 
between a developed and developing country. This provides an in-depth understanding of TE 
policies and practices, and strengthens data validation through the triangulation of multiple 
data sources, teachers, supervisors and policy documents. Three methods were applied: a 
questionnaire, semi-structured interviews (within the mixed methods approach) and 
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documentary comparative analysis. These approaches are recommended by critical realist 
researchers for an extensive and intensive investigation (Hurrell, 2014; Kessler & Bach, 
2004). My research began by investigating the TE policy framework in Kuwait. This 
facilitated a better understanding of participating teachers’ and evaluators’ perceptions, 
regarding, for example, frequency of feedback and teachers’ roles in the TE process.  
In addition, the application of Porpora’s (2015) conceptualisation of social structure in this 
thesis provides a new perspective on the structural components of TE by combining realist 
assumptions within TE policy as a text and discourse. This could be applicable to TE research 
in other contexts. 
Another key contribution is the nuanced theoretical framework which I used to investigate 
TE, based on motivational theories and feedback and expectancy theory. These theories have 
already been applied in some TE studies. However, applying CR stratified ontological 
assumptions facilitates an understanding of the multidimensional factors underpinning 
teachers’ effectiveness. The analysis of the reality of teacher effectiveness provides a more 
nuanced theoretical contribution (Figure 2.1). This might inspire TE researchers and policy 
makers to focus their interest on building context-bound TE models. This would differentiate 
teachers’ effectiveness rather than determining standards or characteristics of effective 
teachers. A different perspective is provided by Campbell et al. (2004) who suggest that 
teachers’ effectiveness is related to their identities, their subjects, their pupils’ characteristics, 
and cultural and structural factors. 
 
9.7 Research Implications 
This section addresses certain implications for TE researchers, based on my nuanced 
investigations of TE mechanisms in Kuwait.  
-Integration of macro-micro and structure-agent theories 
The current study provides a potential link between two theories, namely American 
sociological, micro-macro theory and European structure-agency theory (Ritzer & Stepnisky, 
2014). Initially, the current research focussed on macro-micro theory. I applied three levels of 
analysis: (1) the macro level, representing the entire social context, particularly cultural and 
economic aspects; (2) the meso level, which is the institutional layer (i.e. the MoE) that 
contains the TE policies; and (3) the micro level, which is the individual level of teachers and 
their evaluators. However, as the research progressed to explore the effects of TE policy on 
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teachers’ learning and development, the structure-agency levels within the critical realist 
perspective provided a more explicit portrayal of the interactions between teachers and their 
evaluators. Thus, I have studied TE structure within the MoE in Kuwait, as well as the agency 
of individual teachers and evaluators. Structure-agency theories provided tangible 
explanations for the activities and events of TE and, thus, facilitated the educational research 
(detailed in Section 4.5).  
-Teacher evaluation challenges in Kuwait and England 
In this thesis, the differences between the TE policies in Kuwait and England have been 
discussed. These policies may be representative of similar conditions in other developing and 
developed countries. There are a number of challenges in each of these contexts. Based on 
learner-centred teaching standards, TE policies in England emphasise teacher participation in 
setting evaluation goals and in decisions about the final reports (DfE, 2012a). However, 
recent literature highlights growing dissatisfaction in England with a performativity culture 
typified by standardised tests and PRP (Ball, 2003). These policy initiatives, driven by global 
competition and economic factors, fail to encompass the complexity of teacher effectiveness. 
In the case of Kuwait, the policies are mandated to address current problems or to avoid 
anticipated problems, such as the elimination of a culture of teacher absenteeism (MoE, 
2014). TE standards considered the first optimum criterion as ‘school attendance’. The 
confidentiality of the final summative report can be defended, as one of the interviewed 
supervisors stated: ‘The disclosure of the summative evaluation reports will cause hassles 
among teachers due to the dissatisfaction status as a result of a comparison with others.’   
It is clear that the deficiencies of TE policies in different contexts should be addressed by 
policy reforms, to ensure that TE practices take account of the complexity of teacher 
effectiveness and teacher agency (Ball, 2003; Larsen, 2005). 
 
    -Classroom observation 
This research provides evidence that classroom observations are a significant method for 
evaluating teachers in Kuwait and England. Empirical evidence in the Kuwaiti context 
highlights that most teachers consider the evaluation process to be fair, because it is based on 
classroom observation, which represents the actual work of the teacher. In addition, most 
teachers perceive the provision of three official evaluators in the evaluation process to be 
appropriate. The current study highlights that having multiple evaluators can increase the 
credibility of the data collected on teachers’ performance. However, the effectiveness of this 
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approach should be investigated in terms of constraints on resources (i.e. time and money) 
(Matthews, 2006). 
 
-Recommendations for Teacher evaluation practices in Kuwait 
The Kuwaiti government seeks to constantly review and improve educational policies and 
practices in order to enhance learning and pupil outcomes in the country. Kuwait is one of the 
first Arab countries to participate in international tests and it uses international expertise to 
evaluate its educational systems (Hussein, 1992; Burney, et al., 2013; Alhashem & Alkandari, 
2015). However, some changes have been implemented in schools without proper piloting or 
consultation to address stakeholder perceptions. Most supervisors and teachers in the current 
research criticised the amendments of the TE rules, such as cancelling the self-evaluation 
component and forbidding teachers from accessing their summative reports. Thus, by 
collecting, analysing and presenting key data from the teachers’ and supervisors’ perceptions 
within this study, particularly with respect to motivational theories and CR assumptions, 
detailed recommendations on the necessary changes for TE were presented in Section 8.11.  
There is a critical need to improve TE practices in order to facilitate teachers’ professional 
agency. The research findings reveal that current training opportunities do not fulfil teachers’ 
expectations. As already recommended by Al-Jaber (1996), training programmes need to be 
held for teachers, evaluators and administrators alike. Teachers in Kuwait are evaluated 
throughout the year according to their subjects’ pre-set goals. The research findings found no 
evidence in TE rules or practices that teachers participate in setting evaluation goals. This 
limitation needs to be revised by policy makers and educators. Setting evaluation goals that 
differentiate between teachers’ effectiveness should be a priority for the development of 
teaching and learning.  
Importantly, the research also shows that teachers and supervisors already have a common 
vision. Both aim for effective teaching in a learner-centred approach. However, teachers and 
supervisors need training sessions to improve their skills and behaviours. They need 
encouragement to engage in critical dialogue and to recognise ‘teachers as agents of change’ 
(Priestley, et al., 2012a, p. 2). Continuous PD sessions and workshops are therefore vital and 
may boost the internal agency dimensions (i.e. attitudes, knowledge and skills). It is believed 
that providing in-service authentic learning opportunities is crucial for sustainable 
improvement (Hargreaves & Fullan, 2012; Bush & Middlewood, 2013).     
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9.8 Research Limitations and Recommendations for Future Research 
The aim of this study was to investigate the contributions of TE to teachers’ PD and to 
propose changes to enhance teacher learning and motivation. The research was limited to an 
investigation of factors that might constrain or enable teachers’ professional agentive role 
within the TE structure (i.e. feedback, evaluators’ roles, and intrinsic and extrinsic incentives) 
(Figure 8.1). These are considered to be influential factors in adult learning and motivational 
theories. That said, these factors cannot guarantee the impact or outcomes of the suggested 
learning or motivation processes, since other factors may be at play. Moreover, personal 
characteristics, teachers’ identities and attitudes, as well as their capacity for reflective 
practice and their appreciation of collaborative and active learning opportunities remain to be 
investigated. Teachers ‘who continuously seek, assess, apply, and communicate knowledge 
throughout their careers’ (Fullan, 1993, p. 8; Day & Gu, 2010) will take more control of and 
responsibility for their PD. Thus, the internal causal power that mediates teachers’ 
professional agency in relation to their volition and professionalism needs to be considered 
and evaluated (Haysom, 1985). Furthermore, the application of Archer’s (2003) 
conceptualisation of mediation and reflexivity could fruitfully inform the scope and focus of 
future study. 
In terms of the research methods, this research applied a mixed methods approach with 
questionnaires and semi-structured interviews, which are the most common combination in 
mixed methods research (Bryman, 2006). The results from the OECD questionnaire (OECD, 
2009c) provided significant information on TE and feedback in general. However, interviews 
were carried out with only 12 teachers and four supervisors and do not, therefore, provide a 
strong representative sample of the total population. Moreover, the mechanisms of TE within 
each school were not included in the research scope, as no significant differences could be 
identified between the dependent variables within the questionnaire and the school 
(independent variable) to which the teachers belonged. As only four teachers within each 
school participated in the interviews, numbers were insufficient to conduct such a 
comparison.  
For a more detailed understanding of the TE process, CR could be applied in the form of an 
in-depth, qualitative case study of one of the Kuwaiti schools, including all participants - 
teachers, heads of department, principals, students and parents. This could provide valuable 
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insights into the TE culture within a school, as well as providing a holistic account of the TE 
mechanisms at school level. 
With regards to data interpretation, the literature review drew primarily upon UK and US 
literature and less on literature about TE in the Gulf Cooperation Countries (GCC) and other 
Arab countries. Previous TE studies in Kuwait have already provided some insights into TE 
on a regional basis. This study’s focus on developed countries that are highly ranked in the 
international TIMSS highlights the development opportunities for TE policy and practices in 
Kuwait.  
 
9.9 Summary  
This study was conducted amid on-going worldwide reforms of TE policies. My evaluation of 
the reality of TE in Kuwait suggests that teachers require supportive feedback through 
interactive dialogue with their supervisors. In addition to intrinsic incentives, appropriate 
opportunities to participate in self-evaluation and peer review as part of their PD could 
increase teacher engagement with the decision-making processes about TE goals and with the 
outcomes of summative reports. 
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Appendix B: Research questionnaire form adopted from the TALIS questionnaire 
 
Teacher Questionnaire 
Dear Teacher, 
 
I am currently a PhD student at The University of Newcastle, England. I am collecting data for a 
dissertation which aims to offer a comparison between the teacher evaluation processes in terms of 
teacher professional development in England to that of my own country, Kuwait. The purpose of this 
study is to compare the differences in the implemented teacher evaluation in primary schools between 
Kuwait and England. Ultimately, the results will form part of a greater body of research exploring the 
most effective methods of teacher evaluation, and will hopefully, contribute to development of teacher 
evaluation processes in Kuwait. 
As part of this process, it will be imperative to implement a teacher questionnaire. This questionnaire is 
part of the Teaching and Learning International Survey (TALIS) which was implemented in 23 countries 
of the OECD countries (Organisation for Economic Co-Operation and Development). 
This questionnaire should take approximately 30 minutes and guidelines for answering the questions are 
typed in italics. Most questions can be answered by marking the most appropriate answer. In addition 
to a three open questions where you can add whatever you find it appropriate.  
Participation is of course entirely voluntary and you may withdraw from the process at any time. The 
results and conclusions will be published in the form of an official dissertation report. However, all 
information provided will be treated confidentially and are not required to put your name. Your 
participation is greatly appreciated.  
If you require any further information about specific aspects of the questionnaire or the research as 
whole, please feel free to contact me. Thank you very much for your cooperation. 
Yours Sincerely, 
Nadia Aljenahi 
 
 PhD candidate  
School of Education 
Communication and Language Science  
University of Newcastle upon Tyne  
 Email: N.B.E.A.ALjenahi@newcastle.ac.uk 
 Tel:  
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 Background Information 
 
              These questions are about you, your education and the time you have spent in teaching. In    
             responding to the questions, please mark the appropriate box   
 What is your gender? 
 Female Male     
 □1 □2 
 
    
 How old are you? 
 Under 
25 
25-
29 
30-39 40-49 50-59 60+ 
 □1 □2 □3 □4 □5 □6 
 
 What is the highest level of formal education that you have completed? 
 □1 Bachelor degree 
 
□2 
 
Masters degree 
 
 □3 
Doctorate degree 
 
 How long have you been working as a teacher? 
 This is 
my 
first 
year 
 
1-2 
years 
 
3-5 years 
 
6-10 years 
 
11-15 years 
 
16-20 years 
More than 
20 years 
 □1 □2 □3 □4 □5 □6 □7 
 
 
 How long have you been working as a teacher at this school? 
 This is 
my 
first 
year 
 
1-2 
years 
 
3-5 years 
 
6-10 years 
 
11-15 years 
 
16-20 years 
More than 
20 years 
 □1 □2 □3 □4 □5 □6 □7 
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 In a typical school week, estimate the number of (60-minute) hours you spend on the following 
for this school. 
 
This question concerns your work for this school only. Please do not include the work you do for other schools. 
Please write a number in each row and round to the nearest hour in your responses.  
Write 0 (zero) if none. 
 
              Teaching of students in school (either whole class, in groups or individually) 
            
           Planning or preparation of lessons either in school or out of school (including     
           marking of student work) 
             
          Administrative duties either in school or out of school(including school    
          administrative duties, paperwork and other clerical duties you undertaken in your job    
           as a teacher) 
            
          Other (please specify): ……………………………………................................... 
            ………………………………………………………………………………....... 
            …………………………………………………………………………………… 
   
Teacher Appraisal and Feedback 
I would like to ask you about the appraisal (defined below) of your work as a teacher and the feedback  
(defined below) you receive about your work in this school. 
 
In this questionnaire, Appraisal is defined as when a teachers' work is reviewed by the principal, an 
external inspector or by his or her colleagues. This appraisal can be conducted in a range of ways from 
a more formal, objective approach (e.g. as part of a formal performance management system, involving 
set procedures and criteria) to the more informal, more subjective approach (e.g. through informal 
discussions with the teacher). 
 
In this questionnaire, Feedback is defined as the reporting of the results of a review of your work 
(however formal or informal that review has been) back to the teacher, often with the purpose of noting 
good performance or identifying areas for development. Again, the feedback may be provided formally 
(e.g. through a written report) or informally (e.g. through discussions with the teacher). 
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1-From the following people, how often have you received appraisal and/or feedback 
about your work as a teacher in this school? 
Please mark one choice in each row. 
   
 
 
Never 
Once 
every 
three 
years 
 
Once 
Per 
year 
 
Twice 
 Per  
year 
3 or 
 more 
times  
Per year 
 
 
 
Monthly 
More  
than once  
Per 
month 
 a-Principal 
 
□1 □2 □3 □4 □5 □6 □7 
 b-Deputy principal 
 
□1 □2 □3 □4 □5 □6 □7 
 c-Head of 
department 
 
□1 
 
□2 □3 □4 □5 □6 □7 
 d-Other teachers □1 □2 □3 □4 □5 □6 □7 
  
f-Supervisor 
□1 □2 □3 □4 □5 □6 □7 
            
If you answered 'Never' for all of the above (a, b, c, d and f)        Please go to question 11. 
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 2-In your opinion, how important were the following aspects considered to be when you 
received this appraisal and/or feedback? 
Please mark one choice in each row. 
   I do not 
Know if it  
Was 
considered 
 
Not  
Considered 
at all 
 
Considered 
With low 
importance 
Considered 
with 
moderate 
importance  
 
Considered 
with high 
Importance  
  1-Student test scores □1 □2 □3 □4 □5 
  2-Retention and pass rates of students □1 □2 □3 □4 □5 
  3-Other student learning outcomes □1 □2 □3 □4 □5 
  4-Student feedback on my teaching □1 □2 □3 □4 □5 
  5-Feedback from parents □1 □2 □3 □4 □5 
  6-How will I work with the principal 
and my colleagues 
□1 □2 □3 □4 □5 
  7-Direct appraisal of my classroom 
teaching 
□1 □2 □3 □4 □5 
  8-Innovative teaching practices □1 □2 □3 □4 □5 
  9-Relations with students □1 □2 □3 □4 □5 
  10-Professional development I have 
undertaken 
□1 □2 □3 □4 □5 
  11-Classroom management □1 □2 □3 □4 □5 
  12-Knowledge and understanding of 
my main subject field(s) 
□1 □2 □3 □4 □5 
  13-Knowledge and understanding of 
instructional practices( knowledge 
mediation) in my main subject field(s) 
□1 □2 □3 □4 □5 
  14-Teaching students with special 
learning needs 
□1 □2 □3 □4 □5 
  15-Student discipline and behaviour □1 □2 □3 □4 □5 
  16-Teaching in a multicultural setting □1 □2 □3 □4 □5 
  17-Extra-curricular activities with 
students( e.g. school plays and 
performance, sporting activities)  
□1 □2 □3 □4 □5 
 
3-In your opinion, were there any other issues which were considered when you received an 
appraisal at your school? (Please specify below)  And to what extent were they considered? 
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 4-Concerning the  appraisal and/or feedback you have received at this school, to what extent 
have they directly led to any of the following 
 
Please mark one choice in each row. 
   No change A small 
change 
A moderate  
change 
A large 
change 
  1-A change in salary.  □1 □2 □3 □4 
  2-A financial bonus or another kind of monetary 
reward. □1 □2 □3 □4 
  3-Opportunities for professional development 
activities. □1 □2 □3 □4 
  4-A change in the likelihood of career 
advancement.  □1 □2 □3 □4 
  5-Public recognition from principal and /or your 
colleagues. □1 □2 □3 □4 
  6-Change in your work responsibilities that make 
the job more attractive. □1 □2 □3 □4 
  7-Role in school development initiatives (e.g. 
curriculum development group, development of 
school objectives) 
 
□1 □2 □3 □4 
  
5-Concerning the appraisal and/or feedback you have received at this school, to what extent have 
they directly led to or involved changes in any of the following? 
 
Please mark one choice in each row. 
   No change A small 
change 
A moderate  
change 
A large 
change 
  1-Your classroom management practices □1 □2 □3 □4 
  2-Your knowledge and understanding of your main 
subject field(s) □1 □2 □3 □4 
  3-Your knowledge and understanding of 
instructional practices (knowledge mediation) in 
your main subject field(s) 
□1 □2 □3 □4 
  4-A development or training plan to improve your 
teaching □1 □2 □3 □4 
  5-Your teaching of students with special learning 
needs □1 □2 □3 □4 
  6-Your handling of student discipline and behavior 
problems □1 □2 □3 □4 
  7-Your teaching of student in a multicultural 
stetting  □1 □2 □3 □4 
  8-The emphasis you place upon improving student 
test scores in your teaching.  □1 □2 □3 □4 
 
 6-How would you describe the appraisal and/or feedback you received? 
  
Please mark one choice in each row. 
 yes No  
  1-The appraisal and/or feedback contained a judgment about the quality 
of my work. □1 □2 
  2-The appraisal and/or feedback contained suggestions for improving 
certain aspects of my work. □1 □2 
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7-Regarding the appraisal and/or feedback you received at this school, to what extent 
do you agree or disagree with the following statements? 
 
Please mark one choice in each row. 
   Strongly 
Disagree 
 
Disagree 
 
 Agree 
Strongly 
agree 
  1-I think the appraisal of my work and/or 
feedback received was a fair assessment 
of my work as a teacher in this school. 
□1 □2 □3 □4 
  2-I think the appraisal of my work and/or 
feedback received was helpful in the 
development of my work as a teacher in 
this school.  
□1 □2 □3 □4 
 
 8-Concerning the appraisal and/or feedback you have received at this school, to what 
extent have they directly led to any of the following? 
 
Please mark one choice in each row. 
   A large 
decrease 
A small 
decrease  
No 
change 
A small 
increase 
A large 
increase 
  1-Changes in your job 
satisfaction. 
□1 □2 □3 □4 □5 
  2-Changes in your job 
security.  
□1 □2 □3 □4 □5 
 
 
           9-In your opinion, what are the main positive aspects in terms of the appraisal    
            you received at your school? 
 
 
 
 
           10-In your opinion, what are the main negative aspects in terms of the appraisal  
            you received at your school?  
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 11-I would like to ask you about appraisal and/or feedback to teachers in this school more 
generally. To what extent do you agree or disagree with the following statements? 
 
Please mark one choice in each row. 
   Strongly 
Disagree 
 
Disagree 
 
 Agree 
Strongly 
agree 
  1-In my opinion, in this school the principal takes 
steps to alter the monetary rewards of a persistently 
underperforming teacher.  
□1 □2 □3 □4 
  2-In my opinion, in this school the sustained poor 
performance of a teacher would be tolerated by the 
rest of the staff.  
□1 □2 □3 □4 
  3-In this school, teacher will be dismissed because 
of sustained poor performance. 
□1 □2 □3 □4 
  4-In my opinion, in this school the principal uses 
effective methods to determine whether teachers are 
performing well or badly. 
□1 □2 □3 □4 
  5-In my opinion, in this school a development or 
training plan is established for teachers to improve 
their work as a teacher. 
□1 □2 □3 □4 
  6-In my opinion, the most effective teachers in this 
school receive the greatest monetary or non-
monetary rewards. 
□1 □2 □3 □4 
  7-If I improve the quality of my teaching at this 
school, I will receive increased monetary or non-
monetary rewards. 
□1 □2 □3 □4 
  8-If I am more innovative in my teaching at this 
school I will receive increased monetary or non-
monetary rewards. 
□1 □2 □3 □4 
  9-In my opinion, in this school the review of 
teachers' work is largely done to fulfill 
administrative requirements. 
□1 □2 □3 □4 
  10-In my opinion, in this school, the review of 
teachers' work has little impact upon the way 
teachers teach in the classroom. 
□1 □2 □3 □4 
 
This is the end of the questionnaire.   
Thank you very much for your cooperation.  
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Appendix C: Authorisation to use and translate the OECD (2009c) questionnaire 
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Appendix D: Questionnaire pilot study 
Dear Colleague, 
I hope that you will be able to give your opinion on the questionnaire provided. It is part of a 
global education and teaching questionnaire that has been applied in 23 member countries of 
the Organization for Economic Cooperation and Development (OECD). In order to carry out 
the study on primary school teachers in Kuwait, the questionnaire was translated from English 
into Arabic. In particular, your views on the section related to the process of TE at the school 
level, and the contribution of such a process to the PD of teachers, would be most welcome. 
To ascertain more information, further open-ended questions have been added to the copy in 
Arabic. 
In terms of the translation process, I would be grateful for your responses to the questions 
below: 
1. How appropriate is the translation from English into Arabic in the questionnaire? 
Could you provide any reasons for your judgement? 
Response 
The translation is adequate and the resulting copy in the target language is clear and 
understandable. However, in the cover sheet, it is preferable to use the word “ةيلمع” 
rather than “ماظن”, because the term " "ةيلمع  )process( is closer to the intended meaning, 
but the term used is closer in meaning and context to " "ماظن  )system(. It is also 
recommended to use the word “فاشتكا” to translate “exploring”, instead of the word 
“فرعت” , as the word used is closer to ‘identifying’ than ‘exploring’. 
2. In the written version in Arabic, the literal translation of the first question (Page 3) has 
been modified in terms of the names ascribed to the evaluators (principal, deputy 
principal, head of department and supervisor). Has this contributed to clarifying the 
question for teachers in Kuwait? 
Response 
Yes, it certainly has. This is because these names are quite popular and appropriately 
recognised amongst teachers in the educational circles in Kuwait. 
3. As far as you are concerned, are there any differences in terms of the meaning 
between the English and Arabic copies? If so, what are these differences? 
Response 
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There is no difference because both versions seem to convey the same meaning for the 
reader. 
4. What do you think of the translation in general? Do you have suggestions to improve 
the current translation? 
The current translation is very good, so I feel there is no need for any additional 
suggestions. 
 
Second: The following questions relate to the copy of the questionnaire written in Arabic: 
1- What do you think of the cover sheet of the questionnaire? Is it clear and 
understandable? 
Response 
Yes, in general, the cover sheet is clear and understandable, with the exception of two 
words that were referred to in the first question regarding the translation, in order to 
make it reflect the source text (English). 
2- Do you think that the terms, phrases and questions, as well as the various answer 
options used in the questionnaire are clear and understandable? If there were any 
questions that were not clear, could you add your own suggestions and modify as and 
where required for those questions that you think may be ambiguous? 
Response 
I am satisfied in affirming that all the questions are clear and reasonable. I have no 
suggestions because in my opinion, there is no ambiguity in the questions used. 
3- Do you think that the questions are appropriate for the subject in terms of TE in 
primary schools in Kuwait and the extent of its contribution to the PD of teachers? If it 
is not appropriate, please add your suggestions. 
Response  
I think they are very appropriate and, therefore, have no further to add. 
4- Is the questionnaire appropriate for the anticipated time to complete (30 minutes)? If 
not, what would you suggest? 
Response 
I think that the time given is not necessarily adequate, especially when the respondent 
has to also answer open-ended questions. Ideally, this should be increased from 30 to 
45 minutes. 
5- Are the open-ended questions that have been added to the Arabic language version 
appropriate for the subject? 
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Response 
Yes - the open-ended questions seem to be appropriate and understandable. In 
addition, they give the opportunity for teachers to add what they deem appropriate. 
6- If you have any other suggestions to modify the questionnaire please add them as and 
where you feel appropriate. 
Response 
There are no modifications needed because the current questions are clear and cover 
the relevant (and necessary) aspects of the TE process in Kuwait. 
 
Please accept my sincere thanks and deep appreciation for your cooperation.  
Mrs Nadia Aljenahi 
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Appendix E: Questionnaire form (Arabic Version) 
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Appendix F: Research interview forms 
Teacher Interview  
Dear Colleague, 
 
I am currently studying for a PhD at The University of Newcastle, England. As part of my research I 
am collecting data for my dissertation which aims to examine teacher evaluation processes in Kuwait, 
in terms of their impact on teacher professional development. A further purpose of this study is to 
explore teachers’ perceptions of how teacher evaluation is implemented in Kuwaiti primary schools. 
Ultimately, the results will form part of a greater body of research exploring the most effective 
methods of teacher evaluation currently in use, and will contribute to the development of teacher 
evaluation systems in the country. 
As part of this process, it is essential that I undertake interviews with teachers willing to share their 
views and experiences. I hope that you might consider being one of those interviewed. The interview 
questions are derived from the Teaching and Learning International Survey (TALIS) which was 
implemented in 23 member countries of the OECD (Organisation for Economic Co-Operation and 
Development). 
The interview should take approximately 45 minutes and if you agree to participate, it would be 
greatly appreciated if you permit the recording of the interview. Most questions are open so that you 
are not restricted as to the responses you wish to give. Some questions can be answered simply by 
marking the most appropriate answer from a selection of pre-determined answers.  
Participation is, of course, entirely voluntary and should you become a member of the sample group 
you may withdraw from the process at any time you wish. The results and conclusions will be 
published in the form of an official dissertation report. However, all information provided will be 
treated confidentially and your name will never, under any circumstances, be published. Your 
participation would be valued greatly and very much appreciated.  
If you require any further information about specific aspects of the interview, or the research as whole, 
please feel free to contact me. Thank you very much for your cooperation. 
Yours Sincerely, 
Nadia Aljenahi 
University of Newcastle upon Tyne  
Email: N.B.E.A.ALjenahi@newcastle.ac.uk 
Tel: 
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 Background Information 
              
 
1.  What is your gender? 
 Female Male     
 □1 □2 
 
    
2.  How old are you? 
 Under 30 30-39 40-49 50+   
 □1 □2 □3 □4   
3.   
What is the highest level of formal education that you have completed? 
 □1 Bachelor degree 
 
□2 
 
Master’s degree 
 
 □3 Doctorate degree 
 
4.  How long have you been working as a teacher? 
 This is 
my 
first 
year 
 
1-2 years 
 
3-5 years 
 
6-10 years 
 
11-15 years 
 
16-20 years 
More than 
20 years 
 
 
□1 □2 □3 
 
□4 □5 □6 □7 
 
 
5.  How long have you been working as a teacher at your current school? 
 This is 
my 
first 
year 
 
1-2 years 
 
3-5 years 
 
6-10 years 
 
11-15 years 
 
16-20 years 
More than 
20 years 
 
 
 
□1 □2 □3 □4 □5 □6 
 
□7 
 
 
6.  In a typical school week, estimate the number of hours you spend teaching in a classroom. 
 
……………………………………………………………………. 
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Teacher Appraisal and Feedback 
I would like to ask you about the appraisal (defined below) of your work as a teacher and the 
feedback (defined below) you receive about your work in this school. 
 
In this questionnaire, Appraisal is defined as when a teachers' work is reviewed by the principal, an 
external inspector or by his or her colleagues. This appraisal can be conducted in a range of ways 
from a more formal, objective approach (e.g. as part of a formal performance management system, 
involving set procedures and criteria) to a more informal, subjective approach (e.g. through informal 
discussions with the teacher). 
 
In this questionnaire, Feedback is defined as the reporting of the results of a review of your work 
(however formal or informal that review has been) back to you, often with the purpose of noting 
good performance or identifying areas for development. Again, the feedback may be provided 
formally (e.g. through a written report) or informally (e.g. through discussions with the teacher). 
 
 
From the following people, how often have you received appraisal and/or feedback about 
your work as a teacher? 
 
   
 
 
Never 
Once 
every 
three 
years 
 
Once 
per 
year 
 
Twice 
 per  
year 
3 or 
 more 
times  
Per year 
  
  
M
o
n
th
ly
 
More  
than 
once  
per 
month 
 Principal  
 
□1 □2 □3 □4 □5 □6 □7 
 Deputy Principal 
 
 
□1 □2 □3 □4 □5 □6 □7 
 Head of Department □1 □2 □3 □4 □5 □6 □7 
 Other teachers 
 
 
□1 □2 □3 □4 □5 □6 □7 
 Supervisor □1 □2 □3 □4 □5 □6 □7 
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  The following are open questions where you have the opportunity to have your voice heard 
 
1-Describe the feedback you have received at the post observation conference from each evaluator 
(head teacher/supervisor/principal), and determine whether it has contributed to your professional 
development. 
 
2-In your opinion, what are the advantages and disadvantages of having three official evaluators in 
the evaluation process you have been through? 
 
 
Think about the day of the latest supervisor visit to your class. The following questions are 
concerned with this event 
1- How effective was your preparation for the class on which your supervisor conducted the observation? 
  
2- Did you receive any feedback from your supervisor after the classroom observation?  
If yes, what support did the feedback include for your professional development?  
3- Were you satisfied with the feedback received from your supervisor at the post observation conference? 
If so, what are the factors that you consider contributed to your positive experience? If not, what are the 
factors that hindered your satisfaction?  
 
 
4- To what extent were you prepared to use the feedback received from your supervisor at the post 
observation conference?  
 
 
5- What are your intentions to respond to the feedback received from your supervisor at the post 
observation conference?  
 
 
6- What suggestions might you have for your supervisor regarding formative feedback you would like to 
receive that might have a direct impact on your professional development? 
 
301 
 
 The following questions are concerned with the process of teacher evaluation  
which you have been through 
 
1- What are the impacts of the process of teacher evaluation on your performance? 
 
2- Have you received rewards? If so, what are they?  
If no, could you explain why you have not received any rewards?  
3- What rewards do you value or desire for your acceptable performance? 
 
Regarding the appraisal and/or feedback you have received at your current school, to 
what extent do you agree or disagree with the following statements? 
 
   Strongly 
Disagree 
 
Disagree 
 
 Agree 
Strongly 
Agree 
 a)  1-The appraisal and/or feedback contained 
a judgment about the quality of my work. 
□1 □2 □3 □4 
  Please explain your response in detail 
 b)  2-The appraisal and/or feedback contained 
suggestions for improving certain aspects 
of my work. 
□1 □2 □3 □4 
  Please explain your response in detail 
 
 c)  3-I think the appraisal of my work 
and/or feedback received was a fair 
assessment of my work as a teacher in 
this school. 
□1 □2 □3 □4 
  Please explain your response in detail 
 d)  4-I think the appraisal of my work 
and/or feedback received was helpful 
in the development of my work as a 
teacher in this school.  
□1 □2 □3 □4 
  Please explain your response in detail 
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What do you feel are the positive aspects of the teachers’ evaluation process at your school?  
What are the negative aspects of the teachers’ evaluation you have received at your school?  
In your opinion, what is effective teaching? 
How do you think teachers should be evaluated? 
Are there any further comments you wish to add about the process of teacher evaluation? 
 
 
This is the end of the interview. 
Thank you very much for your cooperation.  
 
 
 
 
 
Concerning the appraisal and/or feedback you have received at your current school, to 
what extent have they directly led to any of the following? 
 
   A large 
decrease 
A small 
decrease  
No change A small 
increase 
A large 
increase 
 a)  1-Changes in your job 
satisfaction. 
□1 □2 □3 □4 □5 
  Please explain your response in detail 
 b)  2-Changes in your job 
security.  
□1 □2 □3 □4 □5 
  Please explain your response in detail 
 
 
The following are open questions about teacher evaluation in primary school 
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Supervisor Interview  
Dear Supervisor, 
 
I am currently a PhD student at The University of Newcastle, England. I am collecting data for a 
dissertation which aims to examine the teacher evaluation process in Kuwait, in terms of their impact 
on teacher professional development. A further purpose of this study is to explore teachers’ 
perceptions of how teacher evaluation is implemented in primary schools in Kuwait. Ultimately, the 
results will form part of a greater body of research exploring the most effective methods of teacher 
evaluation currently in use, and will contribute to development of teacher evaluation processes in the 
country. 
As part of this process, it is essential that I undertake interviews with supervisors willing to share their 
views and experience. I hope that you might consider being one of those interviewed. The interview 
questions are derived from the Teaching and Learning International Survey (TALIS) which was 
implemented in 23 countries of the OECD countries (Organisation for Economic Co-Operation and 
Development). 
This interview should take approximately 45 minutes and if you agree to participate, it would be 
appreciated if you permit the recording of your interview. Most questions are open so that you are not 
restricted as to the responses you wish to give.  Some questions can be answered simply by marking 
the most appropriate answer from a selection of pre-determined answers.  
Participation is, of course, entirely voluntary and should you become a member of the sample group 
you may withdraw from the process at any time you wish. The results and conclusions will be 
published in the form of an official dissertation report. However, all information provided will be 
treated confidentially and you name will never, under any circumstances, be published. Your 
participation would be valued greatly and very much appreciated.  
If you require any further information about specific aspects of the interview, or the research as whole, 
please feel free to contact me. Thank you very much for your cooperation. 
 
Yours Sincerely, 
Nadia Aljenahi 
 
University of Newcastle upon Tyne  
Email: n.b.e.a.ALjenahi@newcastle.ac.uk 
Tel: 
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Background Information 
              
 
  
What is your gender? 
 Female Male     
 □1 □2 
 
    
 How old are you? 
 Under 30 30-39 40-49 50+   
 □1 □2 □3 □4   
 What is the highest level of formal education that you have completed? 
 □1 Bachelor degree 
 
□2 
 
Master’s degree 
 
 □3 Doctorate degree 
 
 How long have you been working as a supervisor? 
 This is my first 
year 
 
1-2 
years 
 
3-5 years 
 
6-10 years 
 
11-15 years 
 
16-20 years 
More than 
20 years 
 □1 □2 □3 □4 □5 □6 □7 
 
 
 How long have you been working as a supervisor for this school? 
 This is my first 
year 
 
1-2 
years 
 
3-5 years 
 
6-10 years 
 
11-15 years 
 
16-20 years 
More than 
20 years 
 □1 □2 □3 □4 □5 □6 □7 
 
 
  
 
 
 How many teachers are you required to supervise during an academic year? 
 
  
Approximately, how many times have you provided appraisal and/or feedback for each teacher 
you have had to supervise in primary schools? 
 
  
How often do you conduct classroom observations for each teacher?  
What are the factors that determine the number of observations? 
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Teacher Appraisal and Feedback 
I would like to ask you about the appraisal (defined below) and the feedback (defined below) which teachers 
receive at their schools. 
 
In this interview, Appraisal is defined as when a teacher’s work is reviewed by the principal, an external inspector 
or by his or her colleagues. This appraisal can be conducted in a range of ways from a more formal, objective 
approach (e.g. as part of a formal performance management system, involving set procedures and criteria) to a 
more informal, more subjective approach (e.g. through informal discussions with the teacher). 
 
In this interview, Feedback is defined as the reporting of the results of a review of teachers’ work (however 
formal or informal that review has been) back to the teacher, often with the purpose of noting good performance 
or identifying areas for development. Again, the feedback may be provided formally (e.g. through a written 
report) or informally (e.g. through discussions with the teacher). 
 
 
The following questions are related to the feedback which you provide for teachers at the post 
observation conference after conducting classroom observation: 
1- What are your priorities when conducting classroom observation? 
  
2- Do you provide teachers with feedback after the classroom observation?  
If yes, what support does the feedback include for teachers’ professional development?  
 
3- Have teachers’ been satisfied with the feedback they received from you at the post observation 
conference? If so, what were the factors that they considered contributed to their positive experience? If 
not, what are the factors that hindered teachers’ satisfaction and made them object to your feedback?  
 
 
4- To what extent have teachers introduced changes into their practice according to the feedback they 
received from you? (Please explain your answers)    
5- What suggestions might you have for other supervisors with regard to providing formative feedback to 
teachers that might have a direct impact on teachers’ future professional development? 
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 The following are open questions about teacher evaluation in primary school. 
 
1- What are the positive aspects of the teacher evaluation process within primary schools?  
 
2- What are the negative aspects of the teachers’ evaluation within primary schools?  
3- In your opinion, what are the advantages and disadvantages of having three official evaluators 
involved in the teacher evaluation process? 
 
4- What impact does the process of teacher evaluation have on teachers’ performance? 
5- Have teachers received rewards? If so, what are they? 
 If no, could you explain why they have not received any rewards?  
 Regarding the appraisal and/or feedback you provide to teachers at this school, to what 
extent do you agree or disagree with the following statements? 
 
   Strongly 
Disagree 
 
Disagree 
 
 Agree 
Strongly 
Agree 
  1-The appraisal and/or feedback contained a 
judgment about the quality of teacher work. 
□1 □2 □3 □4 
  Please explain your response in detail 
  2-The appraisal and/or feedback contained 
suggestions for improving certain aspects of 
teacher work. 
□1 □2 □3 □4 
  Please explain your response in detail 
  3-I think the appraisal of teacher work 
and/or feedback provided was a fair 
assessment of teacher work. 
□1 □2 □3 □4 
  Please explain your response in detail 
  4-I think the appraisal of teacher work 
and/or feedback received was helpful in 
the development of teachers’ work.  
□1 □2 □3 □4 
  Please explain your response in detail 
 
  
Concerning the appraisal and/or feedback you have provided at this school, to what 
extent have they directly led to any of the following? 
 
   A large 
decrease 
A small 
decrease  
No 
change 
A small 
increase 
A large 
increase 
  1-Changes in teacher job 
satisfaction. 
□1 □2 □3 □4 □5 
  Please explain your response in detail 
  2-Changes in teacher job 
security.  
□1 □2 □3 □4 □5 
  Please explain your response in detail 
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6- In your opinion, what rewards do teachers value or desire for their acceptable performance?  
7- What are the most significant supervisor roles in terms of teacher evaluation? 
 
8- In your opinion, do you think that supervisors should be exempt from the process of teacher 
evaluation? (Please explain your answer) 
 
9- In your opinion, what is effective teaching?  
10- How do you think teachers should be evaluated? 
 
11- Are there any further comments you wish to add about the process of teacher evaluation? 
 
 
           This is the end of the interview. 
          Thank you very much for your cooperation.  
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Appendix G: Interview pilot study 
The pilot study interviews conducted with primary school teachers in Kuwait  
The Sample Characteristics 
Thirty copies of the sample interview were distributed among teachers in three schools 
located in three areas. Each school was provided with ten copies of the questionnaire. 
Eighteen valid questionnaires were returned. Each copy was accompanied by an explanatory 
note, specifying expectations. The primary request was that the participant should read the 
questions and determine their relevance to the topic. No comments were made on the 
interview questions. Ten teachers responded to the majority of questions, while six teachers 
answered only some of the questions. One teacher replied to the question related to the 
number of comments received from the evaluators. Answers from all the respondents were 
clear and linked to the research topic, indicating a clear understanding of the questions. 
Fifteen Kuwaiti and three non-Kuwaiti teachers took part in the pilot study, all holding a 
bachelor’s degree. Table 1 shows the distribution of the sample, according to age categories, 
total years of experience and years of experience at their current school. 
 
How old are you? How long have you 
been working as a 
teacher? 
How long have you been 
working as a teacher at 
this school? 
Age 
Intervals 
Frequency Experience 
intervals   
Frequency Experience 
intervals at 
this school 
Frequency 
Under 
25 
2 0-5 3 0-2 6 
25-29 1 6-10 7 3-5 3 
30-39 14 11+ 8 6-10 9 
40+ 1 total 18 Total 18 
            Table 1: Number of respondents and their years of experiences and ages 
 
In a typical school week, 
estimate the number of 
hours you spend on the 
following for this school: 
Teaching 
of 
students 
in school 
Planning or 
preparation 
of lessons 
Administrative 
duties either in 
school or out of 
school 
Other 
N Valid 15 14 11 6 
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Missing 3 4 7 12 
Mode 3 2 1 5 
Minimum 2 1 0 0 
Maximum 60 30 15 5 
Percentiles 100 60 30 15 5 
        Table 2: Estimated number of hours which teachers spend on their schools tasks 
There was a considerable variation in the responses to this question indicating that 
modifications would be required before using it in the actual study. An amendment asked 
about the number of classes taught.  
Analysis 
The question and responses on the number of times a teacher receives evaluation from the 
school principal or assistant, head of department, supervisor and colleagues fitted well with 
the process of TE in Kuwait (see Table 3). The head of department provides the teacher with 
most feedback. Peer evaluation is neglected, based on the views expressed in the sample. The 
supervisor and the principal provide their feedback by virtue of their direct responsibility for 
TE, and, finally, the deputy principal is not formally responsible for TE. 
How often have you 
received appraisal 
and/or feedback about 
your work as a teacher 
in this school  from the 
following: 
 
 
 
Principal 
  
 
 
Deputy 
principal  
 
 
Head of 
department 
teacher  
 
 
 
Other 
teachers  
 
 
 
Supervisor 
N Valid 17 16 17 17 18 
Missing 1 2 1 1 0 
Mode Twice 
per year 
 
Never 
 
Monthly 
 
 
Never 
 
Twice per 
year 
 
       Table 3: Teachers’ responses to the frequency of TE feedback 
The responses were consistent with the results of the questionnaire. The most common 
answers were that TE feedback contained judgements on teachers’ practices, and provided 
suggestions for improving. The participants agreed that TE contributed to job satisfaction and 
security, even if limited. The question also asked for an explanation for the answers, but only 
three teachers did so. The focus was on bias in the evaluation process and involved a 
judgement on the quality of work based on limited classroom observations. 
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Table 4: Teachers’ responses on the focuses, fairness and helpfulness of TE 
 
In terms of providing suggestions for teachers, one teacher complained of increasing class 
size and criticism of teacher performance in the classroom. Another teacher criticised TE for 
being a burden and not enhancing teacher performance. In terms of consistency, another 
teacher stressed the need for fairness. One teacher stated that teachers satisfied with the 
system believed that the evaluation process reflected their performance and, consequently, 
were more likely to accept both positive and negative feedback. Table 5 summarises 
participants’ responses to the two questions. 
1- What are the positive aspects of the teachers’ evaluation process at your school? 
2- What are the negative aspects of the teachers’ evaluation you received at your school? 
 
Positives  Negatives  
Developing teacher performance 
 (8 teachers) 
Teacher frustration  
(4 teachers) 
Increased student achievement  
(3 teachers) 
Injustice felt by teachers  
(one teacher) 
Recognition of teachers performance and 
efforts (2 teachers) 
Lack of consideration for teachers’ 
psychological condition (2 teachers) 
 Entrusting teachers with tasks that do not 
fall within their responsibilities or with 
which they are not familiar (one teacher) 
 Confidentiality of the final reports 
Table 5: Responses to the positive and negative aspects of TE in schools 
 The 
appraisal 
or 
feedback 
contained 
a 
judgemen
t about 
the 
quality of 
my work. 
The 
appraisal 
or 
feedback 
contained 
suggestio
ns for 
improvin
g certain 
aspects of 
my work. 
I think the 
appraisal of 
my work 
and/or 
feedback 
received was a 
fair 
assessment of 
my work as a 
teacher in this 
school 
I think the 
appraisal of 
my work 
and/or 
feedback 
received was 
helpful in the 
development 
of my work as 
a teacher in 
this school 
Changes 
in your 
job 
satisfacti
on 
Changes 
in your 
job 
security 
Valid 15 15 15 15 14 14 
Missing 3 3 3 3 4 4 
Mode Agree  
 
Agree 
 
Agree 
 
Agree  
 
A small 
increase  
 
A small 
increase  
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Table 6 illustrates teachers’ perceptions:   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Table 6: Teachers’ responses to definitions of effective teaching and effective TE 
 
Describe the feedback you received at the post observation conference from each evaluator 
(head of department/supervisor/principal), and determine whether it has contributed to your 
PD. 
Responses were all brief but provided indications that TE feedback was generally felt to be 
important, positive and useful, stressing the focus on the student and any follow-up action to 
meet standards. However, one respondent reported that her head of department focused on 
observing teaching practices and related aspects such as students’ interaction in the classroom, 
while the supervisor focused on educational tools and the participation of all pupils and the 
How do you think teachers should be 
evaluated? 
 
In your opinion, what is effective 
teaching? 
 
Evaluation should be undertaken by the 
head of department, and take into account 
the student academic level in the 
classroom. 
Teaching is a form of creativity for 
teachers in the classroom and does not 
follow a certain procedure. Teachers are 
free in terms on providing the 
educational material they deem most 
appropriate. 
Evaluation should be on the teacher 
performance and her ability to deliver 
correct information to students, as well as 
ensuring the best interaction and 
communication possible.  
It refers to the teaching provided during 
each session, in keeping with a certain 
time schedule, as well as being flexible 
and well mentally prepared beforehand. 
The correct evaluation of teachers on their 
daily performance within the classroom 
environment, regardless of the 
extracurricular activities, including 
seminars, workshops, or lesson plans. 
It relates to the correct and easy 
approach when delivering information 
to pupils 
It refers to evaluation within the classroom 
setting. 
Teacher-focused approach to raise her 
standards. 
Classroom observation and monitoring 
teachers’ commitment to their jobs. 
It simply refers to teaching using 
modern tools. 
Head of department should be directly 
responsible for the evaluation process. 
Use of teaching and supporting aids and 
services to correctly communicate terms 
and concepts to students. 
Evaluation of teachers should be 
performed all year round. 
Regularity in teaching and appropriate 
delivery of contents/concepts. 
The head of department should assume full 
responsibility in terms of the evaluation 
process. 
Teaching here refers to the act of 
successfully improving students’ skills. 
Examining the student performance levels. Pupils should be very active, and 
teacher should encourage pupils in 
social interactions and activities. 
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school principal evaluated whether the teacher followed administrative instructions. Table 7 
gives teachers’ responses to the question: In your opinion, what are the advantages and 
disadvantages of having three official evaluators in the evaluation process you have been 
through?   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Positives Negatives 
All evaluators participate in the 
evaluation process, which does not 
rely on one party. 
The final report is not disclosed (no access for 
teachers to their own reports). 
The evaluator’s feedback is sometimes negative 
and does not take into account the psyche of the 
teacher and her health conditions. 
All evaluators agree on the feedback 
that best serves the academic 
subject. 
When evaluators provided a teacher with varied 
feedback.  
Each evaluator is responsible for one 
specific aspect of the teachers’ 
performance. 
There could be some injustice inflicted on the 
teacher as a result of dividing roles in a matter 
of minutes. 
The heads of departments should 
undertake the largest share of 
evaluation, due to their daily 
interaction with teachers. 
 
Increased credibility and less 
injustice inflicted on the teacher. 
Huge psychological pressure on teachers due to 
the number of evaluators in charge of the 
evaluation process.  
It provided teachers with accurate 
assessment. 
 
It is recommended to keep the 
school principal to provide fair 
evaluation.  
The supervisor carried out only one classroom 
observation, which may not be sufficient as 
there could be factors impacting on the 
teacher’s performance on that very day.  
Three evaluators taking part in the 
evaluation process, keep teacher 
always prepared. 
The teacher may similarly be under pressure, 
stressed and nervous about the evaluation. 
The direct contact and interaction 
takes place with the head of 
department which provide teachers 
with useful feedback. 
Lack of coordination and agreement between 
the three evaluators.  
 High psychological strain on teachers because 
each person has a different opinion. 
 The supervisor does not provide a fair 
judgement; thus it is advisable to depend only 
on the head of department and school principal.  
It encourages the teacher to pay 
more attention and show a keen 
interest in the use modern 
educational tools. 
Some teachers only pay attention to 
unimportant issues, when they should focus on 
meeting the learners’ needs and raising their 
standards. 
Table 7: Teaches’ responses on the advantages and disadvantages of having three official 
evaluators 
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Responses to open questions (Part Two): 
Think about the day of the latest supervisor visit to your class. The following questions are 
concerned with this event: 
1- How effective was your preparation for the class on which your supervisor conducted 
the observation? 
Fifteen teachers answered, with eight teachers reporting that their level of preparation was 
very high; three participants stated they had a good level of preparation, three others 
mentioned that their preparation was not different from any other day, and, finally, one 
respondent reported that she was fully prepared, but nervous. 
2- Have you received any feedback from your supervisor after the classroom 
observation? If yes, what support did the feedback include for your PD?  
Thirteen teachers answered the question, nine of whom reported that they had received 
feedback and positive guidance from the supervisor which promoted professional growth and 
was learner focused. The other four teachers stated that they had not received any feedback 
from the supervisor. These teachers may have been under the impression that the feedback 
was limited to the negative aspects, due to the ambiguous use of the word ‘notes’. During the 
interviews, it was explained that “notes” referred to all feedback, be it positive or negative. 
3- Have you accepted the feedback received from your supervisor at the post observation 
conference? If so, what are the factors that encouraged you to do so? If not, what are 
the factors that hindered your satisfaction?  
A total of thirteen teachers reported in the affirmative, with ten stating the reasons, such as 
feedback being correct and in the best interest of work, as well as suggestions being given in a 
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professional, respectful and objective manner. None of the participants responded with a ‘no’, 
though five did not answer the question at all.  
4- What are your intentions to respond to the feedback received from your supervisor at 
the post observation conference?  
Twelve teachers pledged to respond positively to feedback, with ten confirming their intention 
to capitalise on it in the future. Six participants chose not to answer. 
5- What suggestions might you have for your supervisor regarding the type of feedback 
you would like to receive that might have a direct impact on your PD? 
Only six out of eighteen participants provided suggestions, centred on the need to focus on 
teaching practices, which were both objective and fair. Some felt that evaluators needed to 
pay attention to how they provided feedback, avoiding being too emotional or personal in 
their criticism.  
 
Responses to Open questions (Part Three): 
1- What are the impacts of the process of TE on your performance? 
The total number of teachers responding was thirteen, nine of whom reported that the process 
had a beneficial impact on their performance. Seven out of these nine participants stated that 
it had a positive effect, with the other two mentioning that it “kept them on their toes”. One 
teacher considered that TE could be a motivator for the teacher to seek self-development, 
while only two teachers stated that it had a negative impact, both of whom commented on the 
fact that the final report remained undisclosed. One of them wondered how the teacher would 
be expected to improve performance and how she could be ordered to develop herself without 
access to the feedback in the annual report. Two participants stated that the process of 
evaluation did not have any effect on their performance. 
2- Have you received rewards due to your performance? If so, what are they? If no, could 
you explain why you have not received any rewards? 
Twelve participants responded to this question, with nine confirming receipt of rewards, four 
of which were financial, while three participants stated that they had received moral 
encouragement. Only one teacher reported receiving financial and moral rewards but did not 
agree with the undisclosed nature of the evaluation process. One teacher mentioned that she 
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was promoted. However, three participants confirmed that they did not receive any type of 
rewards, with one of those believing that the evaluation process could have negative impacts. 
3- What rewards do you value or desire for your performance?  
A total of ten teachers chose to answer this question. Training courses and opportunities for 
PD activities were mentioned five times; reduction in workload was preferred by three, while 
on three occasions a reference was made to the importance of recognition, and a public 
acknowledgement, letters of thanks, or even a word of appreciation, as motivating. 
 
The final question was: 
Are there any comments you want to add about the process of TE? 
Only four teachers provided feedback, which can be summed up in the following points: 
-Accidental absence should not be included in the TE procedure. Focus of the evaluation 
should be teacher performance in the classroom.  
-Teachers should not be overburdened with extracurricular activities, but rather focus on 
teaching only. 
-PD training courses within the school should be available because teachers need to focus 
more on improving their mental preparation than on attaining extra knowledge in their subject 
matter or teaching methods. A mentally well-prepared teacher copes far better, and they may 
also be inspired to be creative in their respective classrooms. 
-Courses should be offered to teachers who have not performed well Evaluation should also 
be offered at the end of the term, and not once a year, so that teachers can take the initiative 
and develop their performance from the start of the following term.  
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Appendix H: Interview form (Arabic Version) 
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Appendix I: Authorisation letters for applying research methods in Kuwaiti primary 
 
 
 
328 
 
 
 
 
 
 
 
 
329 
 
 
330 
 
 
331 
 
 
332 
 
 
 
 
 
333 
 
 
 
334 
 
 
 
335 
 
 
336 
 
 
 
1 
 
 
